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4ASTRACT
The first two years of teaching of a beginning teacher is
often associated with the problem of 'accommodation'. Each
beginning teacher is a person with distinct 'consciousness'.
However, he has to adapt to the prevailing ethos and subcultures
of the school in which he teaches. Dilemmas emerge when the
biographical factors of the beginning teacher are incongruent to
the role factors. A series of situational adjustments would
then take place during the first couple of years of teaching.
This study represents an attempt to analyze the behaviour and
orientations of three secondary school teachers towards their
job and their adjustments to the day-to-day classroom teaching
situations. The focus of the study concentrates on the
instructional and control strategies adopted by the three
teachers within the classroom setting.
Between May 1986 and March 1987, non-participant observations
were carried out for the three teachers teaching the subject of
economics at the Form 4 level in different schools. An average
of eight to ten lessons taught by each subject at different tims
were observed by the researcher. All lessons observed were taped.
A questionnaire was filled by each of the subjects at the end of
the first year of teaching and in-depth interviews were
conducted at the end of the second year of teaching.
From the results of the study, the three subjects were found
to adopt constructive strategies both in classroom instruction
and control at the beginning but they soon changed to coping
strategies. It was concluded that their classroom behaviour was
mainly affected by the so-called 'hidden pedagogy' which was in
5turn shaped up by the factors like the school ethos, physical
contexts, pupil subculture and teacher subculture. The formal
pedagogy learned by the subjects in the local school of
education was given up and replaced by the hidden pedagogy
Throughout the first two years of teaching, strategic
compliance and internalized adjustment were carried out in
order to adapt to the school environment. The researcher
recommended that induction programs for beginning teachers and
organizational development programs be implemented to counteract
the 'hidden pedagogy' or to put it under control.
1CHAPTER ONE INTRODUCTION
In secondary schools of Hong Kong, teachers are adults and
pupils ,are children. The two parties are living in worlds with
different sets of values, norms and rules. As pointed out by some
sociologists like W. Waller(1932) and M.D. Shipman(1968),
teachers and pupils have diverse- interests which clash with each
other. Classroom iaeraction between teachers and their pupils,
very often, appears to be a tug-of-war of the two parties. Pupils
struggle to preserve their own way of life in school, just as
they were in outside world.(Shipman, 1968) On the other hand,
teachers and the school authority, owing to their role-set, try
every effort to mould the young according to societal values,
norms and rules. In the very nature, the two parties are not
equal in power. Pupils are forced to conform to the pattern of
life of the adult world. The main function of-education, is to
essentially train children to adapt to and prepare their role in
the wide society, through the process of selection and
socialization in school. Therefore, school can be viewed as a
miniature of the outer wide society.
Entrusted by the society to teach the young, teachers enter
into direct encounter in classroom with a group of young people
who tend to be more and more rebellious to traditional norms and
value system. To ask for compliance from pupils requires greater
effort than ever before. Sometimes, teachers even find that they
have difficulties to maintain their status, their self-esteem and
their physical and mental safety. In other words, the pressure
on the teachers' accommodation capacities has been increasing. A
2teacher is bound by the ethos of the profession ana their
attitudes are greatly affected by the set of norms, perpsectives
and rules, commonly held by their colleagues.
r
The teacher is, on the one hand, an individual, endowed with
distinct personality and 'consciousness'. On the other hand, he
is bound by environmental factors. In classroom setting, the
interaction between the teacher and his pupils is characterized
by its 'immediacy'. The teacher is required to make decision in a
very short period of time in response to those events occurred
there. The two parties react with each other according to the way
they define the situation and their behaviour depend on how they
perceive the meaning of the object or event that they encounter.
They construe meaning for every act according to their knowledge
at hand. Once teachers have defined the situation, they' will
adopt appropriate strategies in order to manoeuvre the situation
in the way they wish. These strategies can either be
constructive or coping in nature. Strategies adopted by a
teacher inside the classroom can either be for instructional
purposes or control purposes. As pointed out above, the reason
for teachers to adopt strategies in dealing with pupils in
classroom is basically a matter of accommodation to the teacher
culture and of obtaining competent membership from the
organizational structure at large. The present study is to
investigate the relationship between the variables, namely,
teacaer strategies and teacher subculture, by focusing on the
interaction between the teacher and his pupils in the classroom
setting.
3Objective of the study
The objective of this study is twofold, namely,
(i) to describe the strategies adopted by three secondary
school teachers in response to pupils' actions in
classrooms and
(ii) to analyze the underlying factors in relation to teacher
subculture which account for the strategies adopted by
the three teachers.
Purpose of the study and its significance
Classroom interactions between the teacher and his pupils
occur in a so-called 'closed setting'. The present study aims at
exploring the practical activity of teaching inside the classroou
which is a closed area for any third party. It' is hoped that
through this study, the teacher's behaviour and orientations
towards his job and accommodation to problems thrown up in the
course of day-to-day work can then be better understood. From the
results of this study, some guidelines for teaching practice and
staff development programs such as in-service school-based
training courses and teacher education might be formulated.
School administrators may find this study useful to understand
the social factors which affect the attitudes and values withheld
by teachers and the extent the teacher's behaviour is congruent
with the expectation of the school organization. SincE
qualitative research in Hong Kong education is rare, this
preliminary study of classroom interaction may be a stepping
stone to further study of relationship between the teacher and
his pupils.
4Scope of the study
Interaction between the teacher and his pupils and factors
leading to that particular pattern of interaction can be analyzed
at different levels of abstraction. The present study analyzes
the micro level, i.e., within the context with reference to
individual teacher's consciousness and the way of how he
constructs meanings for objects in various situations. In the
course of interaction between the teacher and his pupils, the
focus of this study is mainly on the teachers rather than on
pupils. Observations are taken place in classroom setting. Any
event observed is therefore classroom-bound.
5CHAPTER TWO LITERATURE REVIEW AND THEORETICAL BASES
Phenomenological foundation of social sciences
In educational research, at present, two paradigms are
currently followed and are distinctly different in traditions.
(Owen, 1982) The first one is the rationalistic approach which is
traditional and long-dominant in the study of natural phenomena
as well as social phenomena. It embraces a number of research
techniques and is essentially associated with deductive thinking
and logical-positivistic views of finding out facts. The other
major paradigm is largely labelled as naturalistic paradigm. It
includes a number of research techniques, but is essentially
based upon inductive thinking, and is associated with
'interpretive' methods which focus on 'meaning interpretations'
made by people towards social phenomena. (Erickson, 1986). It
is rare that research will follow strictly either of the
paradigms and in fact research methodology usually lies on a
continuum formed with these two paradigms as the end-points.
Moreover, causality is the key concept in the development of any
research paradigm CYee, 1986). Both rationalistic approach and
naturalistic approach address to causality for better
understanding human actions. For convenience, research studies
can either be labelled as rationalistic or naturalistic. They
are treated simply as a dichotomy and are different paradigms
arising from different perspectives. However, they can be viewed
as two traditions of systematic inquiry complementary to each
other and useful to social scientists in their search of answer
to social phenomena.
6In a study which adopts the rationalistic approach, a priori
assumptions are first given, data are then collected and
ategorised for quantitative treatment and generalisations are
suallyo drawn from the 'findings' that deduce from the data after
they are statistically treated.
In naturalistic paradigm, two premises are taken together to
provide it with a strong rationale. (Wilson, 1977) One of these
premises stresses the significance of the context in which social
phenomena occur. Contextual factors are conceptually regarded to
be more powerful in shaping human behaviour than differences
among individuals present in an organization. The other premise
postulates that one cannot understand human behaviour without
understanding how the individual interprets their environment and
how he constructs meanings towards the objects he faces.
(Barker, 1968 Lortie, 1973)
Social phenomenology, symbolic interactionism, dramaturgy and
ethnomethodology are some of the methodological tools in the
naturalistic tradition for systematic inquiry of social
phenomena. The present study basically follows the naturalistic
approach, and take the two premises together as bases for the
interpretations and analysis of 'social reality' that would
emerge in the study.
Alfred Schutz(1954) has laid the foundation for the
naturalistic approach to scientific and systematic inquiry to
social phenomena. By his elucidations to concepts and theory
formation in the social sciences, the rigor of naturalistic
paradigm is confirmed and consolidated.
In his book, The Phenomenology of the Social world", Schutz
rejects the claim that the methods of the social sciences are
toto coelo different from those of the natural sciences (Schutz,
1954:232), and insists that a set of rules for scientific
procedure is equally valid for all empirical sciences whether
they deal with objects of nature or with human affairs.
(Schutz, 1954:232) As indicated by Schutz, the central principle
in the study of social sciences is Weber's postulate of
subjective interpretation.
social reality to Schutz is defined as
the sum total of objects and occurrences wiznln zne
social cultural world as experienced by the common-
sense thinking of men living their daily lives among
their fellow-men, connected with them in manifold
relations of interaction. It is the world of cultural
objects and social institutions into which we are all
born, within which we have to find out bearings, and
with which we have to come to term. From the outset,
we are actors on the social scene, experience the
world we live in as a world both of nature and of
culture, not as a private but an intersubjective one,
that is, as a world common to all of us, either
actually given or potentially accessible to everyone
and this involves intercommunication and language.
(Schutz. 1954:236)
The foundation of social sciences, according to Schutz,
7equires that the basic structures of the everyday world can be
rasped and interpreted typically by people. Every state of
iffairs in everyday world can be perceived by common sense and is
unproblematic for each of us until further notice. ill other
words, everyday world is a common-sense world and everything that
happens so naturally and understood by people by common sense was
taken for granted. The fundamental structure of its reality is
that it was shared by all of us. Constructs of thought objects in
common-sense thinking of people are typically similar as people
8are socialized structurally by the society anct tneir inowleage,
for most part of it, is socially derived. The world which people
face is not a private world. It is from the outset an
intersubjective world of culture. It is intersubjective because
we live in it as men among other men, bind to them through common
influence and work, understanding others and being understood by
them. My purpose at hand and action driven by the then intention
can be comprehended by others because of this intersubjectivity.
As explained by Schutz, the intersubjective world supersedes the
private, emotional world because of reciprocity of perspectives.
People who change place with others will see things with the same
typicality as they actually do. In the meantime, the differences
in perspectives originating in their unique biographical
situations are irrelevant for the purpose athand as they take
the same system of relevance in dealing with the same situation.
This is the construct of the first degree that-an intefsubjective
common-sense world is erected. This complex process by which
people in their everyday life interpret the meaning of their own
action and those of others with whom they interact, as Schutz
thinks, is actually what Weber termed Verstehen. In fact,
Schutz spells out his phenomenological view and set up scientific
inquiry of social phenomena in terms of the three aspects of
Verstehen. These are as follows:
(i) an experiential form of common-sense knowledge of
human affairs,
(ii) an epistemological problem, and
(iii) a method peculiar to the social. sciences.
Schutz. when stressing the three aspects of Verstehen, is
9referring to Weber's postulate of subjective interpretation.
For the constructs of the social sciences, so to speak, the
constructs of the second degree, to be valid, Schutz points out
again, that the postulate of subjective interpretation should
once more be employed. All scientific explanations of the social
world can, and for certain purposes must, refer to the subjective
meaning of the actions of human beings from which social reality
originates. (Schutz, 1954:242) The scientific model of the
social world set up by social scientists is the construct of the
constructs made by actors on the social scene. In the same vein,
the analysis of the whole system of projects and motives, of
relevances and perspectives, dealt with in the first degree of
construct will be dealt with again in the construct of second
degree. However, the world of the social scientist in the study
of social reality is a world of scientific contemplation which is
distinctly different from the common-sense world. In order to
construct an objective model of life world, the social scientists
have to follow the norms, rules and methodological procedures of
the given scientific discipline. The model should conform to the
canons of verifiability and testability held by the scientific
Comm urii ty.
It seems then to be a paradox that how subjective meaning can
be rasped scientifically. How is it possible to grasp by a
system of objective knowledge subjective meaning
structures?(Schutz, 1953) To answer this question, Schutz
emphasized the need for the social scientists to assume the
attitude of a 'disinterested observer'. The primary attitude,
10
interest and system of relevances for the scientific theorist are
radically different from those of an individual--- even the same
individual--- as he lives his daily life in pursuit of pragmatic
interests. That is to say, the social scientist detaches himself
from his biographical situation within the social world. What is
taken for granted in the biographical situation of daily life may
become questionable for the scientist. What seems to be of
highest relevance on one level might become entirely irrelevant
o:i the other. It is the particular scientific problem established
by him which determines alone what is and what is not relevant to
its solution, and what has to be investigated and what can be
taken for granted as a datum, and finally, the level of
research. By particular methodological devices, the social
scientist replaces the thought objects of common-sense world
relating to unique events and occurrences by constructing a
scientific model of social world within which merely those
typical events occur that are relevant to the scientist's
particular problem under scrutiny.(Schutz, 1954)
The social scientist proceeds by
observing certain facts and events within social
reality which refers to human action and he
constructs typical behaviour or course-of-action
patterns from what he has observed. Thereupon he co-
ordinates to these typical course-of-action patterns
a model of an actor whom he imagines as being gifted
with consciousness. Yet it is a consciousness
restricted so as to contain nothing but the elements
relevant to the performing of the course-of-action
pattern observed. He thus ascribes to this fictitious
consciousness a set of typical notions, purposes,
goals, which are assumed to be invariant in the
specious consciousness of the imaginary actor-model.
This homunculus or puppet is supposed to be inter-
related in interaction patterns to other homunculi or
puppets constructed in a similar way. Among these
homunculi with which the social scientist populates
11
his model of the social world of everyday life, sets
of motives, goals, roles---in general, systems of
relevances---are distributed in such a way as the
scientific problem under scrutiny require. Yet--and
this is the main point--these constructs are by no
means arbitrary. They are subject to the postulate of
logical consistency and to the postulate of
!adequacy.(Schutz, 1954:247)
The postulate of logical consistency is important in order
to warrant the objective validity of the thought objects
constructed by the social scientist. The compliance with the
postulate of adequacy guarantees the compatibility of the
constructs of the social scientist with the construct of everyday
life. Finally, it therefore goes without saying that the
scientific model of the social scientist should also be subject
to the very basic postulate of subjective interpretation in order
to warrant the possibility of referring all kinds of human action
or their result to the subjective meaning such action or result
of an action has for the actor.
In recent years, researchers who are in favour of the
naturalistic paradigm deal with issues of external validity,
objectivity, internal validity, and reliability. In order to be
an interpretive study in search of meanings people construct, the
so called 'thick description' is carried out (Geertz, 1975). It
is hoped that the meanings of human behaviour in the real world
in such terms as cutural norms, deep-seated values and motives
arising from cherished tradition, and community values can be
found out. For the sake of validity, an 'audit trail' is
recommended (Guba and Lincoln, 1981). An audit trail is
a technique which consists of deliberately leaving sufficient
evidence so that someone external to the inquiry can review the
12
processes and results of the inquiry and accertain whether the
processes are appropriate and the results are reasonable and
credible. Another technique called 'triangulation' which makes
use ofia number of different sources of information and data can
serve as a check to the credibility of the study. Data and
information collected from different sources are cross-checked so
as to verify them, to check their accuracy and to reveal the
perspectives of different actors towards the events they
encounter. Interviews, document analysis, questionnaires and
prolonged on-site observations are some of these multiple data-
gathering methods in triangulation.
13
Interpretative sociology
Interpretative sociology consists of concepts that describe
the social actions between individuals at the micro level. There
are variations in the approaches used in interpretative
sociology. They stem from the same root but have different foci.
Basically, they can be grouped into four main types, namely,
symbolic interactionism, social phenomenology, dramaturgy and
ethnomethodology. Among the four, only two, namely, symbolic
interactionism and social phenomenology are the concerns of the
present study.
Symbolic interactionism
This approach, has its roots in pragmatism and the work of
George Herbert Mead. Mead(1934) held that people actedtowards
objects on the basis of the meanings they had for them.* The
existence of symbols, such as language, in the social world
enable man to give meanings to objects. Man is the constructor of
his own actions and meanings. It is this attribution of meanings
and this process of interpretation that make man distinctively
human and social.The most important point symbolic
interactionists stress is that action is seen as resulting not
from psychological forces such as 'drives', 'attitudes' or
'personalities', or is determined by external social facts like
social structures or roles, but from a continuous process of
meaning construction. This process takes place in a social
context, each individual aligning his action to that of others by
taking the place of others in his imagination and by making
indications to himself about others' likely reaction.
14
According to Mead(1934), what enables people to construct
meanings is their possession of a 'self'. People can make
indication to their 'selves'. They can stand outside their
'selves and look inward with 'others'' eyes. This implies that
there are two aspects of the self--the subjective 'I' and the
objective 'Me'. The subjective 'I' refers to that part of human
beings that perceive and construct. It is the initiator of
action. The objective 'Me' refers to that part of self as others
might see it, and as the 'I', by putting itself in the position
of others, can also see it (Blumer 1976). By taking the role of
others, an actor can read the cues from their performance in
order to obtain accurate information about them.
Social phenomenology
Social phenomenology is mainly derived from the writing of
Alfred Schutz. In Schutz's development, social worlds are based
on 'inter-subjectivity' ---mutually understood, negotiated,
shared definitions. The 'everyday world' or 'common-sense world'
is 'taken-for-granted', and non-problematic. Individuals make
sense of their experiences through typifications or constructs,
which are learnt and to some extent pre-existent. Thus,
phenomenologists argue that we never see things out there
directly but rather as they are constructed by our consciousness.
Taken-for-granted assumptions are used to accomplish this
mediation. Constructs and knowledge derived from common sense are
socially shared and permit us to leave our private worlds and
enter a common one just because of the reciprocity of
perspectives. The task of the social scientists therefore is to
15
understand through these typified constructs the meanings people
attach to objects and behaviour, rather than to take note of the
objects and behaviour themselves.
16
Basic concepts: socialization, culture, subculture, defining
situation, perspectives, strategies and career
Robert Merton (1957) defined socialization as
the process by which people selectively acquire the
,values and attitudes, the interests, skills and
knowledge- in short the culture- current in groups
to which they are, or seek to become, a
member.(Lace_y, 1977:13)
From the definition, teacher socialization is a process in
which the individual concerned is receiving a set of prescribed
values and is orientated towards the group norm as he is going to
join the group as a member.
In the teaching profession, it may well be that most of the
values and the attitudes are known to teachers well before they
become teachers. What makes the difference is the perspectives
people held as they become teachers. Teacher socialization, in
fact, referred to the process of developing a set of teacher
perspectives in which situations are both seen and interpreted in
a new way.
According to Colin Lacey (1977), a conflict theorist,
socialization can be understood as a complex, interactive,
negotiated, provisional process. Man has his influence and own
interpretation to the society in which he lives. Moreover, man
can be a creative force, a searcher for solutions and a person
with potential to shape the society in his own way. This differs
from the 'filling empty vessels syndrome' as put forward by
Talcott Parsons (1951). In the following, the socialization
process can be explained further by making use of such concepts
as 'subculture', 'defining situation', 'persepctive' and
'strategy'.
17
It has been pointed out by P.Woods(1983) that the interaction
between teacher' and pupils can be analyzed and interpreted by
looking at the subculture commonly shared by the two parties, the
ways of0how they define situation, their respective perspectives
towards the objects or events in which they encounter, and the






Interactional Model for Teachers and Pupils
(Figure One)
As shown in the above diagram of the lnteraczlonai lllouel iii
teachers and pupils, there is a close relationship among the
concepts. Lacey (1977) gave a very clear exposition on how they
were linked together. In his book The socialization of
teachers, Lacey(1977) described firstly the formation of a
subculture. It is basically formed through a dialectical process.
Teacher subculture
As a group of individuals develop or acquire a sense
of common purpose, so the sets of strategies adopted
18
by them acquire a common element. It is this common
element that enables the common perspectives to
emerge. As the perspectives develop, and if over a
long period of time, the situations that continually
face the group have a common element, then the
understandings broaden and develop to produce a
subculture. (Lacey, 1977:71)
In other words, culture develop6when people come together for
specific purposes, intentionally or unintentionally, willingly
and unwillingly. People develop between them distinctive forms of
life--- ways of doing things and not doing things, forms of talks
and speech pattern, subjects of conversation, values and beliefs,
rules and codes of conduct and behaviour, arguments and
understanding. These will not be formally regulated, but are
largely implicit.
Defining situation
People construct meanings from the.objective features of
situation. In the same way, teachers make sense of the objective
features of situation in school setting. They define the
situation of their own. Factors like space, physical properties,
time, knowledge, power, clientele and accountability are crucial
factors which help define the situation.
Teachers set up situations according to their beliefs and
values. They manipulate them in order to produce definitions of
their own. For instance, avoidance of distraction of attention
during lessons can be achieved when pupils' desks are lined up in
such a way that they all face the front. For beginning teachers,
they have to adopt the existing definitions of the situations
Hanson Herrington, 1976). These well-defined situations will
constrain their behaviour. In fact,a teacher's response to
19
classroom situations is governed by the so-called 'hidden
pedagogy' instead of the formal pedagogy learned from teacher
training courses.
According to M. Denscombe(1985), hidden pedagogy refers to an
implicit set of assumptions about the aims of teaching and
methods of achieving them. It differs from the formal pedagogy
which can be learned from the theory of teaching. It also does
not stem from the formal organisation of the school. In fact,
'hidden pedagogy' derives from the culture of the classroom.
Teachers learn it on site through classroom experience. The
implicit set of assumptions about the aims of teaching and
methods of achieving them have been carried over from generation
to generation of teachers and are remarkably impervious to
changes in educational theory. This is because the basics that
account for the continuity of the hidden pedagogy have remained
unchanged.
Teachers define classroom situations basically in the way as
their predecessors did in the past. In other words, the classroom
experience which acts as the crucial factor in shaping teacher's
understanding of their work and is perceived by teachers has no
change over time. In response to the prevailing classroom
situations, teachers adopt the pre-ordained strategies. So, it
can be seemed that teacher's responses to prevailing classroom
circumstances are governed by the hidden pedagogy
As seen from the above, dilemmas occur whenever beginning
teachers who want to pursue their own goals are governed by the
hidden pedagogy and the teacher subculture. Teachers usually
are bound to identify with the definitions of situations set up
20
by the informal school organization and are guided by the naaeri
pedagogy
Teachers have to adapt to the existing situations. They have
p.
to do with resources and accountability. Teachers may have
clearly-defined aims and the primary resource of vast knowledge
of teaching, but their ability to execute plans to realize those
aims is affected by other resources at their disposal. There are
important factors like material resources, pupil-teacher ratio,
the nature of clienteles and accountability affecting teachers'
definitions of situations. The nature of clientele refers to the
cultural background of the clientele, banding and streaming.
Accountability can be imposed from external and internal
pressures. Teachers act according to the demands,and expectations
of parents, colleagues, members of the local community and even
the public at large, in addition to the school authority.
Robert Stebbins (1977) proposed three different categories
in which definitions of situations were classified. They are,
namely, cultural definitions, habitual personal definitions and
unique personal definitions. In the first, definitions are
knowingly held in common by a group. In the second, definitions
may be shared but unknowingly. In the third, definitions are
set up by improvisation. In Stebbins' study, most teacher,
definitions fall into the 'habitual' category.
Perspective
Teachers' perspectives are greatly determined by the social
location of a school. In other words, perspectives are context-
specific. Social location of a school comprises a number of
21
aspects. Among all, the different cultures that the teacher come
across are supposed to be the more direct influencing aspect.
They include the school culture, latent culture of the teacher
and the teacher subculture. Teacher subculture may be identical
or opposite to the parent culture. Very often, they may agree on
certain aspects but disagree in others. Teacher perspectives are
greatly affected by teacher subculture. Perspectives refer to the
frameworks through which people make sense of the world. The term
can alternatively be stated as follows:
Perspectives refers to a coordinated set of ideas and
actions a person uses in dealing with some
problematic situation, to refer to a person's
ordinary way of thinking and feeling about and acting
in such a situation. These thoughts and actions are
co-ordinated in the sense that the actions flow
reasonably, from the actor's point of.view, from the
ideas contained in the perspectives.... A person
develops and maintains a perspective when he faces a
situation calling for action which is not given by
his own prior beliefs or by situational imperatives.
In other words, perspectives arise when people face
choice points. (Becker, Geer, Hughes and Strauss,
1961:34-7)
Lacey(1977) pointed out that perspective snouiu rtiei Lu Lalc
framework of ideas, the structure of mind from which thought
processes, flow. Actions and action-idea involved are better
subsumed under the notion of strategy. Based on the perspectives
held by teacher group and pupils, an individual constructs his
realities and defines the situations. Different teachers may have
different definitions of the same situation. However, they all
Pmnlv some strategies in order to achieve their goals.
Strategy
As H.A.G. Paisey(1975) pointed out, strategy are specific
22
and repeatable acts chosen and maintained in logical relationship
with one another to serve the larger and long-term rather than
the smaller short-term objectives.
Strategies are required because there are obstructions in the
path to the goals set by the performers. Within the school
setting, obstructions for the teacher are such things as
inadequate resources, high pupil-teacher ratio, recalcitrant
nature of some pupils, and so on. Teacher strategies and pupils
strategies act against with one another and thus the interplay
of their strategies gives rise to negotiations between the two
parties. Compromise will be brought forth and a 'working
consensus' will finally be achieved so that separate goals, held
by the two parties, originally maybe opposite in nature, will be
adjusted to a commonly acceptable level. In his research,.Woods
(1979) identified some strategies deliberately adopted by teacher
for survival purpose.
Teachers adopt strategies in dealing with pupils, colleagues
as well as the school authority. They have their distinct way to
construe meanings for the objects or events they faced. They may
totally identify with the goals of the school, or the norms and
values of the teacher group in which they are the members.
However, this may not be necessarily true. Lacey (1977) described
a strategical model of how teachers dealt with the school culture
and the teacher subculture.
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School Culture
Individual Teacher Teacher Subculture
Key: C--- Strategic Compliance
T--- Internalized Adjustment
R--- Strategic Redefinition
Strategical Model of Teacher (Figure Two)
If the school culture, teacher subculture and way of
interpreting situation of individual teacher are congruent, there
will be no problem of adjustment. However, this is rarely true
for beginning teachers. The individual beginning teacher will be
socialized by the teacher group and the :'system'. (Edgar
Warren, 1969) At first, his perspectives and the way of defining
situation may be quite different from those commonly adopted by
the teacher group and the school authority. He will then be
compelled to make situational adjustment so as to cope with the
school setting. There were two kinds of situational adjustment.
The first one was strategic compliance. As pointed out by Lacey
(1977), the individual may comply with the authority's
definition of the situation and the constraints of the situations
but retains private reservations about them. Secondly, the
individual may internalize an adjustment, i.e. comply with the
constraints and believe. that the constraints of the situation
are for the best. A totally different strategic orientation from
the above two is to redefine the situation. This is the so called
strategic redefinition' of the situation. It means that change
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is brought about by individuals who does not possess the formal
power to do so. He achieves change by causing those with formal
power to change their interpretation of what is happening in the
situation.
Thus, before the beginning teachers can learn to cope with
every situation with various and appropriate means, they have to
go through a process of continual adjustments. At first, they
interpret the social situations in a school according to their
consciousness and as related to their latent cultures. Latent
culture refers to that set of values, interests and attitudes
formed previously in the school of education or according to the
social class from which they come. Their latent culture may have
clashes with the prevailing school culture or teacher subculture.
Even if teachers identify with the teacher subculture, but if
their latent culture is incongruent with the school culture, the
situational adjustment will still take place.' Adjustments are
made in such a way that they can survive within the 'system' on
the one hand, and keep their own or commonly shared perspectives
on the other hand. During the process of continual adjustments,
strategic, compliance, internalized adjustment and strategic
redefinition are adopted by individual teacher as the means to
counteract the teacher subculture of a school.
Career
From the above, it -can be seen that teachers will make
adjustments over time. In other words, they undergo strategical
orientation in their career. Career refers to the patterned
series of adjustments made by the individual to the "network of
25
institutions, formal organizations and informal relationships in
which the work *of the occupation is performed. (Oswald Hall,
1948:327)
The are two aspects of career, namely, vertical and
horizontal aspects. Vertical aspect of career refers to the
mobility between positions differentiated by their rank in some
formal or informal hierarchy of prestige, influence and income.
Teachers make 'career maps'. (Lyons, 1981) On such a map there
will be 'bench-marks'. People set up a 'time-table' by which one
can measure progress through the chart of the intervening block
of time between the bench-marks against the prevailing norms.
Horizontal aspect of career refers to the movement along the
positions available at one level of the hierarchy. People might
assess their career by criteria such as better working
conditions, increased security, acquisition of skills, etc.,
other than better promotion prospect. Becker '(1976) found that
some Chicago public school teachers stayed with slum schools
because they had changed their values and orientations over time.
During the stage, changes take place in zne LeacIIUI
and in the character of her relations with other
members of the school's social structure which makes
this unsatisfactory school an easier place in which
to work. (Becker, 1976:77)
Becker(1976) further commented that these changes alsc
consisted of new skills and attitudes, new teaching and
disciplinary techniques, new expectations of the teaching
possibilities and new explanations which aided the teacher's
understanding of pupils he formerly perceived as extremely
troublesome. Becker's findings therefore demonstrated Lacey's
strategical model. Teachers undergo situational adjustment in
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order to meet the demands of the existing situations. Most
probably, changes of definitions of situations, perspectives and
strategies take place because of change of ways of interpreting
social phenomena. The change of way of constructing meaning
towards situation over time is a kind of 'subjective career'.
Hannam et al. (1971), and Hanson and Herrington (1976)
pointed out that disillusionment and disenchantment of the first
year of teaching might lead to a change of perspectives. In
addition, the teacher subculture helps to pull teacher through a
strong sense of corporate identity in the face of adversity.
(Hammersley, 1977)
Becker (1977) gave a clear description of 'situational
adjustment' in teacher's subjective career as::follows:
The person, as he moves in and out of a variety of
social situations, learns the requirements of
continuing in each situation and of success in it. If
he has a strong desire to continue, the ability to
assess accurately what is required, and can deliver
the required performance, the individual turns
himself into the kind of person the situation
demands. (Becker, 1977:131)
If an individual, far from adjusting to the situation,
actually opposes some basic principle of it, without
accomplishing some redefinition of it, he will experiencE
difficulty or even lead perhaps to a 'spoiled career'. (Goffman,
1961)
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Perspectives on teacher role and pupil action
Hammersley (1977) has put forward five groups of dimensions
)n which teacher's perspectives can be understood. Among them,
the group of dimensions which consider: the variations in
lefinition of the teacher role and that on the conceptualization
Df pupil action are relevant to the present study. The variations
in definition of the teacher role are as follows:
(a) specialized authoritative teacher role--- no distinct
teacher role
(b) teacher role based on and legitimated in terms of
curriculum or in terms of method
(c) wide--- narrow definition of teacher role
(d) high--- low degree of control claimed by the teacher
over pupil action and learning
(e) universalism--- particularism in dealing with pupils
(f) process--- product orientation in relation to pupil
action and learning.
In (a), it investigates the teacher role by the way of how
teachers claim their teaching. For those who perceive the teacher
role as specialized and authoritative, teaching is somewhat an
expertise and professional. They claim a mandate over
educational matters. On the other extreme, teaching might be seen
as an activity which requires skills that are within one's
repertoire, i.e. what is to be taught being well known and
generally agreed.
Even among 'professional teachers' who claim an authoritative
role, there is not necessarily agreement as to the basis of the
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iuthority involved. In (b), the expertise claimed as legitimation
for the teacher role might be based on knowledge in curriculum or
in methods for enhancing pupil learning. Where teacher expertise
is grounded in the curriculum, the claim is simply that the
teacher knows more about the subject than pupils do. Whilst the
expertise is grounded in the methods, the claim is on how much
the teacher knows more about to get children to learn.
Teachers may define differently in the breadth of the teacher
role embodied in different versions of teaching. In (c), a
teacher may be concerned only with teaching particular subject or
he may define his task as the education of 'the whole child',
taking care of the moral, physical, anaethetic, and social, in
addition to cognitive, aspects of growth of the child.
Definition of the teacher role can also vary in the degree of
control over pupils and their learning which the teacher claim.
Teaching varies in the degree of control that the teacher is
required to exercise over what is to be learned, how, when and at
what pace. Teachers also differ in keeping interactional rules
which govern the pupil actions in the classroom.
Teachers may adopt different principles in dealing with
pupils. Universalism and particularism represent two contrasting
principles (Hammersley, 1977). By universalism, it means the
interpretation and evaluation of pupils in terms of nothing more
or less than the rules regarding proper behaviour, what is to be
learned and how, the amount of work required, the standards of
work expected, etc., by which the teacher defines the pupil
role. The same rules are applied to all pupils.
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Particularism refers to aiiierenzial interpretation aria
evaluation of action in relation to pupil performances in terms
of such background knowledge as pupil character, ability, age,
home background, features of pupil's recent biography, etc.,
without reference to universal rules and requirements.
Universalism and particularism are just the two pole positions
and teachers rarely conform to either of them, but operate at
some place in-between.
Teachers also vary their role in the distinction between
process and product orientations in relation to pupil action and
learning. By product orientation (Hammersley, 1977), it means
that evaluation of pupil actions is made in terms of their
conformity to or deviance from certain specification laid down by
the teacher. By process orientation (Hammersley,1977), it refers
to a concern with the thinking underlying the production of any
product rather than with the reproduction of standard patterns of
action. In the behaviorial realm, product orientation involves a
concern with whether the action conforms to or deviates from the
rules, without reference to the intentions, motives or causes of
pupil actions. For process orientation, the underlying
intentions, motives and causes are emphasized.
The second set of dimensions related to teacher perspectives
concerns with the conceptualization of pupil action (Hammersley,
1977). Among the three dimensions in the set, the first and the
second one are relevant to the present study. They are
(a) the extent to which pupils are treated as 'licensed
adults', as 'apprentice adults' or as 'adults', and
Ohl the extent to which an individual identifies or explains
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his own or others' actions in erms of either casual
forces or free will and individual choice, i.e. in
terms of deterministic or individualistic vocabulary of
motive.
In (a), it concerns with the degree to which pupil action is
treated, in terms of the rights, obligations and capacities
normally accorded to adults, or in terms of a modified set of
rights, obligations and capacities seen as appropriate to
childhood. If pupils are treated as licensed children, they are
provided with a licence to break rules which if broken by adults
will be subject to prosecution. They are treated with a modified
set of rights, obligations and capacities that are different from
those for adults. If pupils are were treated as 'apprentice
adults', they are required to observe the same but not all adult
rights, obligations, knowledge and capacities.
In (b), if teachers adopt a deterministic vocabulary of
motive towards pupil actions, they tend to explain them in terms
of some social causes such as improvished home background, broken
family, absence of resources, etc. Under this perspective,
corrective action has to be exercised on pupils. Deviant
behaviour of pupil should be controlled by enforcing rules or
applying sanctions. On the other hand, if an individualistic
vocabulary of motive is adopted, pupil actions are imputed to
individual responsibility and free will. Praises or blames are
given according to the morality of pupil actions. In this
vocabulary, pupils have a responsibility to 'behave' and 'learn'.




Coping strategies of teacher
As pointed out in the previous sections, there are rather
complex factors which govern the behaviour and actions of both
teachers and pupils. A number of models have been put forward to
account for the strategies that teachers adopt to cope with the
classroom teaching situations. Among them, two models were
especially worth noting.
The model put forward by A. Hargreaves (1978), which
emphasizes macro factors and constraints on teachers' action, has
been received special attention and has been made use of as a
foundation for further development after it is produced. However,
it has been criticized by interactionists like A. Pollard(1982)
for being too structurally constrained and for its failure to
analyze in depth those mediating factors such as the
'institutional bias'. Institutional bias refers mainly to those
concepts such as teacher subculture and school climate. In
addition, Pollard (1982) pointed out that the model of classroom
coping strategies should be balanced and augmented by
recognition of more independent and creative action in micro
contexts.!' (Pollard, 1982:19) Pollard validated and confirmed his
hypotheses, based on the results he obtained from his grounded
ethnographic research in a middle school (Pollard, 1981), and on
many years of coping as a teacher in primary schools.
Thus, in his revised model of classroom coping
strategies,(see APPENDIX III) Pollard(1982) identified three
analytical layers for the contextualization of the interactive
process in order to balance the preceeding analyses which were
too structural-contextualised.
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Pollard agreed with Hargreaves that the macro layer of social
tructure and hegemony had concrete influence on the
ontextualization of the interactive process between teacher and
oupils, but was in a rather implicit form. However, Pollard
Jointed out that the other two layers, i.e. the organizational
Layer of institutional bias and the micro layer of the classroom
social structure, should also be stressed.
Concerning the institutional bias, 'cultural resources' like
the values, norms and rules upheld by the power group and the
teachers' reference group in a school have great significance to
the interests and purposes of both the teachers and pupils. As
analyzed by D. Hargreaves (1980), there are three themes of
teacher culture, namely, the status theme, the relational
theme and the competence theme.
In status theme, the expertise of a teacher and hierarchy
in which the teacher is placed are two important elements that
determine his behaviour. Official membership will be granted if
the qualifications of the teachers fulfill the basic
requirements. In Hong Kong, very clear requirements have been
established for the assessment of teaching qualifications.
However, a teaching certificate provides no guarantee of
competence. As far as competence theme is concerned, the
behaviour of the teacher in dealing with dilemmas and conducting
practical activities in the classroom is the main consideration.
Teachers can prove their competence with respect to three broad
objectives of work, namely, academic, moral and vocational
objectives. They acquire the 'knowledge' on site, i.e. in the
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classroom setting and adapt to the teaching situation in such a
way that their competence membership can be obtained in the
school. In the process of adaptation, they will make a lot of
adjustments in achieving the three broad objectives mentioned
above.
Though teaching is characterized by its high degree of
autonomy and the cult of individualism, its reality is a social
construction and evaluations about effectiveness are in the eyes
of the beholders(D. Hargreaves, 1980). Competence anxieties
evolve from the judgement and criticisms of the colleagues and
the superordinates. In relational theme, teachers will adopt
strategic adjustments in order to identify with the culture of
the teacher group and the environment. Teaching problems, if they
are brought out by the teachers concerned, will usually confine
to relatively safe, depersonalized issues. Individual problems
will normally be covered up.
Teachers seem to pay particular attention to classroom
control and classroom instruction because they regard that these
two are the common criteria used by their colleagues and
superordiuates to evaluate their competence. If teachers fail to
exercise control and enhance learning over pupils, their status
as well as competent membership are at stake. Denscombe (1980)
also pointed out that teachers adopted a strategy---keep 'em
quiet, in response to the unfavourable assessments of competence
particularly over keeping order, of which classroom noise was
frequently taken as an index. Staffroom humour, as analyzed by
Woods (1976), is an example of strategic compliance adopted by
teachers as a means to come to term with their job and to
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reconcile their selves with the demands of the teacher role. From
the studies of Denscombe(1980) and Woods(1976), it is very clear
that institutional bias has great influence on teacher
strategies.
Woods (1977) even made a more explicit descritpion of how
teachers 'accommodated' to the teaching situation. Teachers adopt
'survival' strategies so as to counteract the threat to their
continuance in the school. These survival strategies are in fact
the so-called 'coping' strategies exercised by teachers in
dealing with pupils in the classroom. Pollard(1980) developed
Woods' work further on teachers' survival by making reference to
the concepts of 'self' and 'interests-at-hand' as a means of
defining the subjective meaning of 'coping' ,and. its implication
for classroom processes. He recognized the importance of' the
self-conceptions and knowledge of both teachers and pupils in
the classroom interaction. Teachers and pupils define the
classroom situations and set up interests-at-hand in accordance
with their self-conceptions and knowledge. Self-conception and
knowledge of teachers and pupils, in turn, have structural and
historical referents and are determined by their biographical
factors and role factors.
The conceptual model brought forth by Pollard(1982) can
therefore give a more explicit meaning of coping strategies.
Both teachers and pupils can reach a 'working consensus' in such
a way that their respective 'self' and 'interests-at-hand' can be
maintained and defended. They achieve this by adopting coping
strategies.
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In classroom, it is found that teachers frequently employ
'recitation' method in order to achieve the instructional goal.
In doing so, the classroom order can be maintained and condition
for teaching will then be established. Some other instructional
strategies such as resources-based teaching and guided discovery
science demonstrations, reported by Edward and Furlong (1978),
and Atkinson and Delamont (1977) respectively, illustrate the
same coping strategy ---'policing'. Woods pointed out that as
far as the matter of survival is concerned, the instructional
goal might be put aside or placed in a lower priority. In his
study at Lowfield, Woods (1977) identified eight survival
strategies that were commonly adopted by the teaching staff
there. They are domination, negotiation, fraternization, ritual
and routine, occupational therapy, morale-boosting, and absence.
Teachers will take advantage of tneir status to exercise
coercive form of control over pupils. They sometimes make use of
verbal assaults of a humiliating and nasty kind. They might even
carry out corporal punishment like hair-pulling, twisting,
rulering and kicking. The main aim of these actions is
singlefold---conformity.
Another strategy adopted when normative methods fails is that
of 'negotiation'. Woods found that techniques used in this
connection included appeals, apologies, cajolery, flattery,
promises, bribes, exchanges and threats.
Teachers realize that if they cannot make pupils conform,
they would rather join them in order to strive for good relations
with them with a view to minimizing potential conflict.
'Rituals and routines' are useful to the teacher for they
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offer him a basis for establishing control. Woods(1977)
identified registration, form periods, assemblies, time-table,
lesson structures as the more obvious examples in this
connection.
A teacher might engage in time-wasting activities in the
course of a lesson as a means of survival. Arriving late,
finishing early, chatting with the pupils before and after,
preparation of lesson and materials for it during the lesson
itself and peripheral story-telling are examples of these
activities.
Another strategy is 'absence'. It broadly includes absolute
physical absence at one extreme to physical presence but
abnegation of duty or responsibility at anot} Ler.. Its aim is to
ensure survival by absenting oneself from the scene of possible
conflict.
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Theoretical bases for the study
The rationale of the study rests on the phenomenological
foundation of the social sciences. People are living among one
another' and interactions between them occur in a world interwoven
with actions and reactions. They construct meanings for the
objects they encounter according to their experience and
knowledge at hand(Schutz, 1953). Things in daily life are typical
and can be understood by people because they can refer them to
the same system of relevances and their sets of perspectives are
reciprocal to one another. Consequently, people interpret and act
in the same way towards the same objects or situations as their
fellow men do. In sociology, concepts like definition of
situation, perspectives, strategies and career are
developed in order to describe the objects people encounter in
daily life and how they achieve their goals. If the meaning
constructed by an individual is different from the existing one
commonly withheld by others, some adjustments take place. As
described in previous sections, the strategical model about human
interactions, put forward by Colin Lacey(1977), is a basic one
for understanding the process of adjustment. Therefore, the
theoretical bases on which the study rests are described again
and applied to the context of classroom teaching.
Teachers and pupils are individuals, each of them gifted with
distinct personality which is assumed to be biographically
determined. In Schutz's terms (1953), an individual possesses a
'consciousness' which will attribute subjective meanings to the
objects he encounters in his everyday world.' Mead (1934) also
rAnno7nl7.P that people constructed meanings for objects with
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reference to their 'selves'. People can make indications to their
'selves', can stand outside their 'selves' and look inward with
others' eyes---the 'generalized others'. Following the approach
of symbolic interactionists, it can be stated that teachers
construe meanings from the social scene in which they are the
actors and make 'constructs' of the objects there according to
the two aspects of the 'self'---the reflexive self and the
subjective self.
In the language of the social phenomenologists, people
perceive the objects according to their biographies which are
stocks of knowledge being socially derived and structurally
distributed(Schutz, 1953). Teachers define the classroom situation
with reference to a number of factors bike accountability,
clientele, 'knowledge', 'power' resources, etc., which form their
system of relevances. As Schutz (1953) pointed out, the whole
stock of knowledge at hand would not be employed in encountering
the situation, but only the essential and relevant portions would
be drawn out. Based on their knowledge and previous experiences,
people make typifications of the objects and then form their
definition of the situation. It is the definition of the
situation that determines the interests-at-hand of the teacher.
All these happen so naturally and in an unproblematic manner. In
Schutz's(1953) terms, people make 'constructs' of the objects by
common sense. As people encounter typified objects, they will
manage the situation embedding the objects according to their
motives or purposes in mind.
Back to the classroom setting, interactions between teacher
40
and pupils undergo the same process as described above by Schutz.
Teachers' knowledge will be acquired and accumulated through the
process of interaction with the people and objects in the
surrourling. As pointed out previously, teachers are bound to
comply with the common set of values, rules and norms that 1S
shared among their experienced colleagues. Their behaviour are
guided by the so-called 'hidden pedagogy'. They are continuously
socialized by the teacher subculture. The socialization of the
beginning teachers take place in the form of a process of
continual adjustments. As explained by Lacey (1970), teachers
will first construct meanings with regard to their knowledge at
hand and make accommodation to the environment by means of
strategic compliance, internalized adjustment and strategic
redefinition. In other words, the teacher will define the
classroom situations according to the cultural and environmental
orientations on one hand and their own interests on the other
hand. Dilemmas evolve when the biographical factors of the
teacher clash with his role factors. Consequently, the teacher
will construct reality of his own and modify his original set of
perspectives on pupils' actions. Social reality, thus, differ
from natural phenomena in the way that the former exist not as
things to get by there but are constructed by actors
themselves.(Schutz, 1953) The teacher will adopt appropriate
strategies in order to achieve his goals. Strategies are actually
the manifest behaviour carried out by the teacher. The goals
which strategies are directed to are, the so-called 'motives' or
purpose at hand of the teacher, in Schutz's terms.
Teachers somehow have to make adjustments in line with
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corporate identity when they are in dilemmas. In the process of
adjustments they make adaptation to the existing definition of
situation if they are not able to redefine it. They may adopt the
existing set of perspectives held by the teacher group and act
according to it on the one hand and retain their original set
of perspectives in their mind on the other hand. Of course, they
may totally identify with the prevailing set of perspectives and
discard theirs. In the first case, people are said to undergo
'strategic compliance' whilst in the second, it is termed as
'internalized adjustment'.(Lacey, 1977)
As seen from above, teachers will modify their definitions of
the situations, perspectives and strategies over time.(Becker,
1976) They are said to develop their 'career' or move according
to their 'career map'. Whether the career is developed in
vertical or horizontal aspects, it involves a certain degree of
'situational adjustment'. The change of strategies over time
implies a corresponding change of the interests-at-hand. Based on
previous practical experience, teachers perceive the same
'object' with meanings different from those in the past as a
result of adopting new definitions of the situation and
perspectives. Following these changes in definitions of situation
and perspectives, different strategies will be adopted to better
cope with the classroom situations. As long as basic elements of
the closed classroom teaching are preserved, the hidden
pedagogy will go on orientating teachers to adjust themselves to
the prescribed goals, norms and values. According to Pollard's
model(1982), the role factors of the teacher are said to over-
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shadow the biographical factors in the long term.
In a nutshell, teacher strategies are the observable 'facts'
given out in the social scene in which the teacher and his pupils
are the actors in the classroom setting. In order to explain the
'reality' constructed by a teacher, as indicated in the
interactional model(Lacey, 1977), the teacher's perspectives and
the way he defines the situation should be investigated. To push
the investigation further, the hidden pedagogy and the teacher
subculture from which the definition of the situation and
perspectives are derived should be studied. Hence, Lacey's
interactional model is the basic theoretical framework on which
the present study rests. This interactional model, as indicated
in the last section, has been incorporated into A. Hargreaves's
model and Pollard's model of teacher strategies. In the present
study, three teachers and their strategies in response to
pupils' actions inside the classroom only are analyzed. As noted
from the above, the 'career' of a teacher can be investigated by
finding out his changes in classroom behaviour over a period of
time.
Based on the above theoretical assumptions, teachers and
pupils interact with each other in term of various strategies.
The present study is therefore to describe the strategies adopted
by three secondary school teachers in response to pupils' actions
inside the classroom through non-participant observations and
then analyze the underlying factors affecting their strategies in




Non-participant observations and in-depth interviews were
employed as the main methods for the study. As the researcher had
been an economics teacher, the subjects chosen for classroom
observations were teachers of the same subject, so that the
researcher would be familiar with the subject matter and could
concentrate on each teacher's interaction with pupils. In order
to have teachers working in different social locations, subjects
teaching in different kinds of schools were chosen. With the help
of the lecturers of local universities, three subjects were
contacted and their consent of being involved in the study was
sought. The first one was teaching in a co-educational school
which was situated in a public housing estate and had a rather
short history. The second one was teaching in a well-established,
prestigious girls' school which was situated in mid-level on the
Hong Kong Island. The third one was teaching in a prestigious
boys' school in Kowloon. The first two subjects were female
teachers who had obtained a diploma in education from the
School of Education of a local university, whilst the third one,
a male teacher, was a fresh graduate from another local
university.
The heads of the three schools were contacted and their
approval for the researcher's classroom visitations conducted in
their schools was obtained before observations were carried out.
Eight to ten classroom lessons taught by each subject werE
observed by the researcher at different times, starting from the
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early second term of the subject's first teaching year and
extending to the end of the second teaching year. Each time the
same class was visited. Each lesson observed by the researcher
was taped. The scheme of work that was carried out in the course
of teaching inside the classroom was also recorded.
A questionnaire was set and then filled by each of the
subjects at the end of their first year of teaching. From the
questionnaires, some basic elements of their perspectives towards
their schools and their teaching job were obtained. In-depth
interviews with the subjects were conducted at later periods in
order to collect adequate information that might account for
their classroom behaviour. Basically, the interviews would focus
on their biographical factors and role factors that brought forth
the observed strategies. The subjects were encouraged to quote
practical examples wherever appropriate to substantiate their
ideas. Some roundabout questioning technique's were adopted to
ensure a high degree of accuracy. For example, similar questions
that appeared in the first interview were asked again in the
second interview.
Research problem
In the previous chapters it has been pointed out that there
exists a hidden pedagogy for teachers or an unwritten set of
assumptions about teacher's behaviour inside the closed classroom
situation. These assumptions stem not from the formal
organization of the school or the principles of teaching
prescribed in formal pedagogies, but from the culture of the
classroom. Teachers also seem to face a set of pressures which
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arises from the informal organization of the school, or more
directly, from the culture of the teacher group towards classroom
setting. They need to go in line with this set of assumptions and
teacher subculture if they want to survive. A beginning teacher
has to take the role factors into account and incorporate them
with his biographical factors during his teaching. Role factors
are, in a large proportion, derived from the hidden pedagogy
and the teacher subculture. Dilemmas occur as biographical
factors are not congruent with the role factors. According to
biographical factors, the beginning teacher sets up his own
definitions of the situations, holds his own set of perspectives
and thus determines his course of actions in response to
classroom events. On the other hand, rolQ,factors shape the
teacher's behaviour and compel him to conform to the culture of
the informal organization. The beginning teacher has to make
adjustments to the existing definitions of the situations, the
prevailing perspectives and the commonly adopted strategies in
order to survive. The shift of the frame of reference from
biographical factors to role factors takes place in form of
strategical compliance, internalized adjustment and
strategic redefinition. In the long term, the beginning teacher
seemsto comply with the teacher subculture.
The research problem of this study consists of the following
parts:
(1) What are the original definitions of the situations and
perspectives held by the subjects?-
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What instructional and control strategies do these
definitions and perspectives imply?
The answers for these questions may have roots from the
the bidgraphical factors of the sujects.
(2) Teachers will adjust their behaviour with reference to
the prevailing teacher subculture in order to safeguard their
competent and official membership(Denscombe, 1980). Teachers
gradually adopt the existing definitions of situations and the
set of perspectives commonly held by the teacher group. They
manage the classroom situations according to the hidden
pedagogy which, to a large extent, is shaped up by the teacher
subculture. Classroom control is a central part of hidden
pedagogy (Haigh, 1979). One of the emphases embedded in the
:hidden pedagogy is that classroom control is considered to be a
prerequisite for successful teaching. Control strategies can
therefore be regarded as the interests-at-hand of the teacher in
line with the 'hidden pedagogy'.
Then, what sort of instructional and control strategies
will the subject adopt in line with the hidden
.pedagogy?
How do these strategies derive from the role factors
that the subjects face in their teaching situation?
Will the control strategies basically be the means
that facilitate the instruction of the teacher or by
themselves the ends? Put it more directly, will it be
just a set of coping strategies that can enable the
teacher to survive in the school?
Tn Shutz's term, what are the interests-at-
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hand(Schutz, 1953) of the teacher and why does he
change over time with regard to the social knowledge
acquired by him? What aims or motives do the actions of
the teacher correspond to?
In the present study, teacher strategies will be analyzed and
related to the role factors that are perceived by the subjects.
(3) If there are really changes in both the conceptions and
behaviour of the subjects throughout the first two years of
teaching, these changes must be analyzed with reference to the
concept 'career'. In addition to the intra-personal changes of
each of the subjects, inter-personal comparisons of the
adjustments that may have taken place throughout the careers of
the three subjects will also be carried out..
Limitations of the stuay
It should be admitted that the whole picture of the original
'situation' can hardly be reproduced by non-participant
observations. In this study, the researcher has not immersed
totally his life in the situation. He has just visited the groups
of people from time to time. A lot of relevant information might
not be captured since the observations were not carried out in a
continuous process. How much 'reality' can then be reflected by
cutting off portions out of a continuous flow will be arguable.
In addition, the classroom setting should bear a relation closely
with other settings such as playground setting and assembly
setting which are beyond the scope of the study. Nevertheless,
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the researcher hopes that through ex post interviews will the
'situations' defined by the three subjects be illuminated and
understood as much as possible.
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CHAPTER FOUR ANALYSIS
In this chapter, the analysis of the results through
observations and interviews would be carried out as described in
the previous section. In order to keep anonmyous the individual
subjects and the schools to which the subjects belonged, teacher
X, teacher Y and teacher Z, and school X, school Y and school Z
were used to represent them. Teacher X represented the first
subject, teacher Y the second and teacher Z the third. Excerpts
from tape recordings would be drawn whenever necessary. In the
following sections, a short description of the schools,
clienteles, some biographical factors of the subjects and their
perspectives towards teaching would be given first. Strategies
identified by the researcher during the first period of
observations and second period of observations would be discussed
next. Finally, the change of strategies and the 'career' of the
subjects would be analyzed.
School contexts and scnooi eznos
School X
School. X was a co-educational secondary school. It was
situated in a typical housing estate in Hong Kong. Its students
mainly came from the housing estates in the same district. The
school was run by a commercial association which was not a large
sponsoring body compared with others in Hong Kong. It had been
established for about 12 years. The school received students
mainly of band 1 and band 2 from the school net in which the
school was placed. It was a standard estate school having a
symmetrical class structure from Form 1 to Form 5. There were one
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science class and one arts class in Form b and corm 1. economics
was offered not only for arts students but also for one class of
science students up to Form 5 level. Staff establishment was also
standard, i.e. the same as in most other similar estate schools.
The class under observation was a science class which had a
mixed ability intake. Compared with the other science class in
the same form, this class was on average less able in academic
performance.
As described by teacher X, school X put a rather strong
emphasis on academic achievements. Pastoral matters such as
disciplines, moral trainings, counselling and the like were also
attended to but were given lower priorities than academic
affairs. Close surveillance over the syllabuses and student
progress was exercised through subject panel chairpersons. Some
academic subjects even conducted tests for students every week.
Most senior posts had been filled. Teaching staff were divided
into two groups. They were polarised in such a way that one group
was composed of senior staff and the other was made up of staff
of young age and with short teaching experiences. Some academic
subjects had rather oustanding passing percentages but results of
most of the other subjects including economics were not
satisfactory in public examinations.
School Y
School Y was a prestigious girls' school with a long history.
It was situated in the mid-levels on the Hong Kong Island. Its
students came from a wide spectrum of families and from diverse
,ac+vi t-c The school was run by a Christian sponsoring body. It
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received pupils mainly of band 1 and band 2 from the school nez
which encompassed almost all the eastern districts of the Island.
Originally, the school was a middle school, the class structure
of which was linked to a four-year university program. But now,
it had the Chinese and English sections. The Chinese section
followed the above-mentioned class structure. The English
section provided classes up to Form 7. Basically, the school was
symmetrical in its overall class structure, both for the Chinese
and the English sections from Form 1 to Form 5. Economics was
offered for arts classes only. The class under observation
belonged to the Chinese section and was one of the two arts
classes in the same form. The two arts classes were composed of
mixed-ability pupils who were allocated randomly in streaming.
As described by teacher Y, school Y emphasized a balanced
achievement in the three broad educational objectives, namely,
academic, moral and vocational. Incorporative strategies were
adopted in setting up school climate and control. The school
authority encouraged its staff and clienteles to work in the
spirit of humanistic considerations and to uphold self-
fulfillment. Activities, whether academic or nonacademic, were
conducted for the sake of benefits of students, not of the
school. The school authority set up an open, free and warm
atmosphere among staff and pupils. Superordinate-subordinate
relationship was harmonious and staff were co-operative and
considerate. Pupils found economics comparatively easier to
than other subjects and obtained satisfactory results in
learn




School Z was an older school. It was well-known in the
educational circles of Hong Kong. It was situated in a district
readily accessible from different parts of Kowloon. Nowadays,
the neigbourhood of the school was clustered with quite a number
of younger, competitive schools. Its students came from different
areas in the school net in which the school was located. These
areas were inhabited by people with wide diversities in income
and social status. The school net circumscribed a number of
public housing estates and some private housing areas. No matter
what class of family from which the pupils came, they had the
least difference in ability and were band 1 pupils. The
sponsoring body of the school was one of the prestigious
religious organizations in Hong Kong. The school's class
structure was symmetrical from Form 1 to Form'5. Economics was
offered as an arts subject in Form 4. Streaming started in Form 4
and there were two arts classes. Pupils in these two arts classes
were randomly selected. The class under observation was one of
these Form 4 arts classes. The ages of the teaching staff were
widely distributed. Some of them had even been teaching in the
school for more than twenty years. The school building was old
and classroom facilities were just the same as those in typical
secondary grammar schools.
As described by teacher Z, school Z was least-intervened and
routinized in administration. Teaching staff had already known
the routines and basic rules in teaching responsibilities. New
tPnrhers followed the existing standard and received 'advice'
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from the neighbouring old staff from time to time. Supervision
and surveilllance exercised by senior staff over the juniors
were kept to a minimum. Student organizations were well-
established and conducted activities in a very autonomuous and
voluntary manner. The school authority encouraged both the
teaching staff and pupils to work on their own initiatives and
give guidelines and instructiuons only when it deemed necessary.
Therefore, distinct character or idiosyncrasies of individual
teaching staff could be accepted as long as the basics which kept
the school running smoothly were not violated. The school found
no problems in keeping up the academic standards and in guiding
pupils for career growth because pupils were highly aware of the
importance of good academic results to themselves. Though boys'
schools were prone to a high frenquency of disorderly or unruly





Pupils came from lower-income families. They got very minimum
pastoral care from their parents. Parental aspirations were
usually not very high. They had low motivations in learning and
low standard in languages. Most of them left school even after
Form 3. A certain percentage of pupils engaged in part-time jobs
after school hours.
School Y
Pupils came from a wide spectrum of families, some of them
very rich and others poor. The pastoral care received by pupils
from their parents depended very much on thefamilies from which
they came. Aspirations towards them were also diversified,
depending on individual family again. Pupils had in general a
high motivation in learning and positive attitudes towards their
school. Most of them were well-behaved and readily conformed to
school norms, rules and regulations.
School Z
Pupils came from families of different strata in the society.
They were among the top 20% of the population within the school
net in which the school was located. Aspirations towards them
from their families were generally high, whether they came from
rich or poor family. Parents were proud of the school and their
children for the public image of the school and the outstanding
academic achievements of their children. Most pupils had high
self-esteem and self-evaluation towards their capabilities and
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abilities. They. seldom expressed their appreciation to their




Educational background of teacher X
Teacher X graduated from a local university, majoring in
economics. Before entering university, she studied in a well-
known middle school. She was a science student and not active
when she was in secondary school. Studying economics in
university was her second choice after her application to the
first-choice department was turned down. Her academic result in
undergraduate study was just average. Teaching was her first
choice in occupation. She took the full-time diploma course in
education after being not satisfied with one year of teaching in
a private school. She got distinction in teaching practice.
School X was the only government-aided school which offered, her
the teaching post.
Professional orientation of teacher X
Her professional orientation was modelled on her secondary
school teachers. She respected them for their commitment in
teaching and in pastoral care and she wanted to follow their
example. Her occupation was also highly recommemded and supported
by her family. To her, teaching provided her opportunities to
have interpersonal communication, especially with youngsters, and
to guide them in their development and growth.
Personality of teacher X
Teacher X was introvert, gentle and friendly. She had a good
appearance. She was somewhat passive and not very good in
interpersonal skill but courteous. Confident and competent, she
always prepared her lessons well and presented them in a very
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well-organized way.
Perspectives and definitions of situations of teacher X
Teacher X at first thought that pupils were receptive,
malleable, docile and readily-conformed as she was in her
secondary schooling. She perceived her role as widely defined,
i.e. not aiming only at teaching a specific skill or a particular
subject but instead defining her task as the 'development of
character' or enhancement to personal growth of the pupils. She
concentrated not only on the subject matter but the teaching
methods as well. Knowing that learning should not be evaluated by
the end-product but by the process in which it was conducted,
she assiduously prepared teaching aids and organized her teaching
sequences. She looked for a smooth lesson and harmonious
relationship with pupils. She taught her academic subjects. with
confidence and enthusiasm, regardless of the unhappy memory of
her experience in the previous private school.
Educational background of teacher Y
Teacher Y graduated from a local university, majoring in
economics. She came from a low-income family. As demanded by her
family, she went to work after finishing Form 5 even though she
got quite a good result in the certificate examination. Having
worked for one year, she resumed her Form 6 study in a well-
established girls' school. She was a science student during her
secondary schooling. Knowing beforehand that the results of her
science subjects in the university entrance examination could not
meet the requirements, she chose economics as her first choice
and was accepted. Teaching was her first choice in occupation
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if ter she finished her undergraduate course. She took the diploma
course in education immediately after graduating from the
university, partly because she could not find a suitable teaching
post and partly because she wanted to find out whether she was
really interested in teaching. She confirmed her teaching career
when she left the school of education.
Professional orientation of teacher Y
Teacher Y admitted that she appreciated some very capable
teachers both at the university and at her secondary school. The
lecturers in the school of education influenced her very much.
She regarded that teaching was a very meaningful job and was
suitable for her. She received much support from her friends in
being a teacher. As a teacher, she at first..held that she should
concentrate on not only academic results but take moral trainings
and the development of personality as equally important. She
thought she would derive a lot of satisfaction if she could help
her pupils grow up.
Personality of teacher Y
Teacher Y was an active and sportive girl. Responsive and
outspoken, she was always ready to communicate with others. She
was attractive in appearance and had a clear and sweet voice. She
was enthusiastic and industrious in her preparation for teaching.
Perspectives and definitions of situation of teacher Y
Teacher Y thought that a good teacher should easily draw the
attention of the pupils and keep them totally under control.
Control over pupils relied not on coercive power but on a 'granc
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kaowledge' in the academic subjact and also on charming and
spectacular speech in the classroom. She defined the teacher's
role widely. Besides inculcating knowledge, a teacher should give
moral training and pastoral care to pupils. Pupils were 'licensed
children' and should be enlightened by adults like teachers so
that they became acquainted with the world in which they might
encounter now as well as in the future. In classroom teaching,
she had complete mastery over the pupil's behaviour. In order to
lessen the pressure which pupils faced in paper work, tests and
examinations, she would deliberately create some happy atmosphere
and play jokes with them. Basically, she held an optimistic point
of view towards human beings and thought that pupils were
malleable, docile and willing to learn.
Educational background of teacher Z
Teacher Z came from a low-income family. He joined the
teaching profession just after he graduated from a local
university. Teaching was not his first choice of occupation. He
was touched by the principal's sincerity during the interview in
inviting him and so determined to accept the offer even though
later he learned that a leading insurance company was prepared to
employ him as an actuary, this being his first choice in
occupation. He at first studied statistics but turned to become
an economics major in the third year at the university. On
graduation, he was placed in the Second Class Honours, Division
A. After one year of teaching, he applied for the part-time
master program in economics in his university and was admitted.
At first, he had no plan to take the master course before
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entering the profession. After the first year of teaching, he
found himself inadequate to teach students of senior forms and so
decided to go back to university for further study on a part-time
basis.
Professional orientation of teacher Z
As mentioned above, he responded to the sincere invitation
from the principal during the interview. He would stay in the
school for the coming several years as long as he was still
taking the part-time master course. He is particularly satisfied
with the recognition from the principal and special arrangement
of his teaching time-table, enabling him to attend master courses
in university in the afternoon. Nevertheless, he did not rule out
the possibility of starting his career in the field he at first
wished to enter in the future.
Personality of teacher Z
Teacher Z was a frank and gentle person. He was a little bit
shy and spoke in a rather low voice and not very clearly.
Standing among his pupils, he looked rather short. He was passive
but willing to express himself. His appearance was ordinary and
looked not strong enough physically. He had great confidence in
transmitting the subject knowledge to his pupils.
Perspectives and definitions of situation of teacher Z
Teacher Z at first had a very high expectation towards his
pupils. He decided to teach the academic subject as well as he
could. At the same time, he wished to help pupils to set up
appropriate moral standard and personality through interpersonal
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contact. Being a Christian, he was ready to share his beliefs
with his pupils. He looked forward to the close communication and
sharing with his pupils. As a teacher, he thought he could
approach pupils easily and fulfill his ideals. He had a rather
optimistic point of view towards pupils' co-operation and
response.
Just because he was a fresh graduate and responsible for
lessons of senior forms, he paid great effort in preparing
lessons. For him, his status as a teacher was recognized by
pupils if he could provide the 'subject knowledge' adequately,
irrespective of teaching methods. He thought that pupils could
discipline themselves while in the lessons and therefore should
have no control problems and demands only a low degree of
control. Pupils were treated as adults. They regarded that they
should know their needs and responsibilities. He defined his task
as the education of 'the whole child'
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Typology of classroom instructional strategies and control
strategies
As pointea out previously, classroom instruction and control
are two basic duties that a teacher held responsible in
teaching(Haigh, 1979). School may probably take them as the main
criteria to evaluate teacher effectiveness. Competence anxieties
evolve from the malpractice of these two duties in classroom and
competence membership is at stake if fulfillment of the duties is
regarded as unsatisfactory(Denscombe, 1980).
Teachers deliberately take specific actions in carrying out
their duties in the classroom. These actions are to serve or
achieve either short-term objectives or long-term objectives. Any
specific act which is directed to achieve certain goals is termed
as strategy (Paisey, 1975). Strategies for,, long-term objectives
are constructive strategies whereas strategies for short-term
objectives are for coping t ie situations or for survival
purpose.
In order to carry out their duties, teachers adopt
instructional strategies and control strategies in the classroom.
Thus, no matter whether the strategy is for instruction or
control, it can be considered 'constructive' or 'coping'. The






A constructive instructional strategy refers to actions or
activities carried out by the teacher in such a way that both
the teacher and his pupils participate actively in teaching and
learning. The teacher emphasizes the process of learning rather
than the end-product of teaching. Pupils are encouraged to
discover the principles and rules by themselves under the
guidance of the teacher. Pupils' interests and initiations are
aroused by employing student-centred techniques such as group
discussion, discovery methods, role-play, etc., and teaching
aids. It is hoped that pupils will learn spontaneously and regard
learning as worthwhile and pleasurable.
A coping instructional strategy is employed mainly because
the teacher is anxious to cover the syllabus on'time. The end-
product of learning is taken to be the most important thing.
'Recitation', 'chalk and talk',. 'resources-based
teaching','spoon-feeding' and other teacher-centred teaching
methods are examples of coping instructional strategies. Its
main purpose is to bombard knowledge into pupils' minds and
consequently prove the teacher's competence, irrespective of
pupils' incentives and interests.
A constructive control strategy is employed to set up moral
standards in the students. In-depth pastoral care such as
personal counselling and individual guidance is given so as to
rectify the pupil's mind. These strategies should lead to the
internalization of values and norms on the one hand, and enhance
self-realization and self-fulfillment of the pupils on the other.
Lastly, a control coping strategy is adopted in order to
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reach a 'working consensus' for the teacher and his pupils. In
other words, the teacher and his pupils develop mutually
interdependent adaptations to survival necessities. Interests of
both Oarties are thus preserved. To the teacher, this kind of
control strategies is used to cope with the situations for
survival purpose. Sometimes, its main purpose is to keep away
noise emitted out of the classroom. Sometimes, it serves to set
up some limit for pupil's disruptions or disturbance to classroom
teaching so that teaching effectiveness can be guaranteed.
It should be noted that mixed strategies can be possible. For
instance, some coping classroom instructional startegies such as-
'recitation', are in fact coping control strategies. On the other
hand, some coping control strategies such as 'fraternaization'
and policing' can enhance constructive or coping instructional
strategy to achieve its long-term or short-term objectives.
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Strategies of the subjects and the underlying factors
subjects would be analyzed. Instruction and control are the two
main foci of their classroom behaviour(Haigh, 1979). It has been
pointed out that they can represent two separate objectives that
are to be achieved by teachers in their teaching but bear a close
relationship. Without control, the teacher cannot instruct. In
fact, most teachers consider instruction as their raison detre.
In this sense, control strategies can be viewed as the means or
coping strategies which are to enhance classroom instruction.
In the following, firstly, classroom instructional strategies
adopted by the subjects were analyzed cross-sectionally and
described with reference to their cultural orientations,
perspectives and definitions of situation. Secondly,
classroom control strategies were analyzed in a similar manner.
Lastly, the relationship between the instructional strategies and
control strategies was described.
Classroom instructional strategies
From the questionnaires returned by the subjects at the end
of the first round of observations and interviews held after the
second round of observations, all the three teachers at the very
beginning defined their teaching role widely as to achieve
simultaneously the three broad objectives: academic, moral and
vocational. Just after a few months of teaching, they found it
difficult to do so and thereafter concentrated mainly on the
academic objective. It was because they considered instruction as
the raison detre and placed first priority in their work duty as
In this section , the classroom behavior of the three
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a matter of choice. They tried their best to convey the subject
nowledge to pupils and expected their pupils to master the
subject knowledge thoroughly and put them into practical use in
their dhily life ultimately.
For teachers X and Y, just because they had received their
training in a local school of education, they were specially
enthusiastic to make use of the formal pedagogies that were
learned there in the hope of arousing the interests of pupils.
During the first round of observations, both teachers X and Y
were found well-prepared for the lessons and pupil-centred in
their teaching methods. Group discussion, case-study, slide-show,
debates and pupil presentations were frequently conducted.
Teachers X and Y admitted that, deep in their minds, they
expected that their pupils would be fond of studying the academic
subjects as they were. In this way, the behaviour of teachers X
and Y in instruction could be regarded as an- action that was
driven by a wishful motive. This observable instructional
behaviour was then the instructional strategies that were adopted
to achieve the underlying goal and were constructive in nature.
Teacher Z had the same wishful motive in instruction.
However he showed no such varied teaching methods as taechers X
and Y did because he received no teaching training beforehand.
What he could do was to 'shout' out his subject knowledge and
gave strenuous efforts in presenting his teaching materials with
lively examples. He described his teaching during the first round
of observations as follows:
In the first year, mainly in attitude,... has no eye
contact with pupils, ....not used to be watched by
so many people, think myself like a "clown".(Z13:309-
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320)
Though teacner Z's teaching behaviour was montonous,
however, the instructional strategies were also constructive in
nature. Mese constructive instructional strategies stemmed from
the perspectives on teacher role and pupil actions, and
definitions of the teaching situation. Before entering into the
profession, the beliefs and orientations of teachers X, Y and Z
towards teaching were basically affected by their secondary
school teachers. They were socialized early by them about the
role of a teacher. They perceived that their pupils would behave
like them as they were in secondary schooling: docile, malleable
and receptive. They thought that the teacher could command the
respect of pupils easily so long as he or she is competent in
teaching. Pupils would even show great inclination towards the
academic subject under the influence of the teacher. They
respected their secondary teachers and, argued in the same vein,
they would be respected by their pupils if they could act like
their secondary school teachers. For teachers X and Y, they
emphasized that teacher role should be based on or legitimated in
of curriculum as well as methods. The process through which
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the academic subject was learned was equally important as the
end-product in teaching. For teacher Z, process rather than
product was stressed in teaching since he realized that the study
of economics required the mastery of the principles and skills
instead of memorizing facts and expressions. Basically, teachers
u held more or less the same motive according to the
X, Y and Z up
latent culture early socialization of the teacher
so-called
b their secondary school teachers, which
role mainly by
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subsequently affected their perspectives and delinitlons o1
situation towards teaching.
During the second round of observations, all the three
teachers exhibited very different behaviour in classroom
instruction from that in the first round. All the three subjects
were observed to adopt rather monotonous and traditional teaching
method: 'chalk and talk'. Quite a number of reasons were given by
each of the subjects when their change in instructional behaviour
was pointed out to them. The most common one was that they found
the syllabus very tight in Form V. They could not afford time to
hang on with time-consuming varied pupil-centred teaching
methods. As instruction was taken as the raison detre, they
regarded covering the syllabus and achieving acceptable results
in the academic subject as top priority.
Hence, their instructional strategies had changed. The
teacher role was redefined but much less widely than before. They
failed to hold fast to their constructive strategies in
instruction, let alone the non-academic goals. In view of the
orientation towards good results in academic subjects held by the
school authority and the pupils themselves, all three teachers
had made 'strategic compliance' or 'internalized adjustment' in
order to survive.
Teacher X was asked by the researcher why there was a change
from pupil-centred approach to rather teacher-centred approach.
She pave her explanations as follows:
I was aware of the change. Especially in Iirsu I,Ciu,
I let them find out the answer themselves,
emphasizing discovery approach. At the beginning of
the term, I even gave some slides as illustrations.
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But I discovered that when light was off, trouble
occurred..They laughed whenever a slide came out. You
could not control them. They learned nothing really.
...just laughed. I could not achieve my teaching
objectives. Another was in discussion. A few would
really discuss, but many just chatted. When I walked
close to them, they pretended to have discussion.
When I was away, they talked other things. I knew
what they were doing.... So, I took the lecturing
method. It was up to them to listen or not. Later, in
Form V, for macro topics, I mainly used lecturing and
went through past papers with them. (X11:225-274)
Teacher X found that pupils did not really learn from her
varied teaching methods. They just took them for fun or as a
rest. They derived pleasure from them and got rid of boredom by
mucking about with neighbours or just pretending involved in
discussion. Teacher X even admitted that her original way of
dealing with pupils' disruptions in classroom was wrong. She
thought she was too loose in discipline. She realized that the
physical layout of the classroom was not suitable for group
discussion. Desks and chairs were arranged in an orderly fashion.
Space for moving around was very limited. Forming groups and
clustering of pupils gave rise to disruptions and chaos. Pupils
in her class took advantage of the movements and derived pleasure
from activities. Formal pedagogy was undermined and substituted
by the hidden pedagogy of closed classroom---in this case, the
physical layout and distinct classroom circumstances. Teacher X
learned on site that her original perspectives and definitions of
situation were not realistic in her classroom setting, though not
misunderstood. On the other hand, she was subject to the pressure
fm the school authority:
Administrators and teachers usually nola Q111Ciei1L
viewpoints with each other. Say, administrators would
like to make the school well-known. They emphasize
how many pupils are admitted to university. As many
colleagues inciuding argue that cnly a few can be
aanutted to un iversity, hoist pupils are poor in
stam iard， thoughthe y a r e of baii d on e an d b Eind two.
They rere passive and poorly brought up in paimary
school...So I wuald rthther lower the expectation. 
Pupils t，aps丨iselves kreow tireir abilities. Many
cSb丄leagues aim at jipuping cSmm to gGt a pass rather
than a distinction. 3ut P is ps far different from
the rciiool’s objective.... Some teachers，
nevertheless hald the sase viewpoint ap tnat of the
schc^l. Say, fi丨etiiernatics，the teacher spts multiple- 
choice exes'cises por pupils every day . Tnis is not
popsible Por ecoaomics. 0-140)
She held quite a Oifferent point of v i w  to the aim of
:eekhing; pupils eith ene sci.iw l  authority, Lhcdght ehe 。、〇〇〇1
should not prepare all pupils tp get a place in i^iversity， bu〇t
aahhe:r help them develop in all respects c〇 tidir cur. s.:e
expected her pupils c〇 get a ppss r&ther than a credit 〇r
distinction m  public examinations.S o ,  her teaching method 
became very practical and examination-oriented•
T: Two types of fiscal policy available. In order to
achievefull b【npi〇3^ e nt, 'a〇e：b exl)a!ysl0a.prsa
or contractionary，srcoiald b: adopted, RRb ?
Pcbb : Exass'cs^ i^nary.
T:Y es， you're right， But why ?
Rob: ...expenditure l a r g e r , h i g h e r  opportunit y  for
employment •
T: anything else ?
Rob:...
T: What government does resides increasing 
expenditure?Rob: cut Tax.
T: John, do you hear ?
John: No.
T: Certainly no because you are ta k i n g  with others!




T: All right. For an expansionary policy, government
increases expenditure. Increase in expenditures
leads to the creation of job opportunities and so
full employment is achieved. Another way is to cut
taxes.... Lower profits tax encourages the firm to
employ more workers. The government can use both for
expansionary, government expenditure increases and
tax decreases. Any question, John?
T: What policy for price stability, Mary'?
Mary: Contractionary.
T: Yes. How? Don't look at the notes. Think.
Mary: Decrease government expenditure and increase
taxation.(X8:288-337)
T: Yes, reverse for contractionary policy....
T: What policy for deflationary, Pat?
Pat:
T: You remember what Rob said for inflation?
Pat: Contractionary.
T: How about deflation?
Pat: Expansionary.
T: Yes, just give the reverse. Expansionary for
deflation. The way is to increase government
expenditure and decrease taxation. (X8:378-387)
Knowing that her pupils were lowly-motivated and less able,
she turned to drill them to hold fast some essential principles
that would probably be asked in examinations and to memorize
rules and facts without really understanding them. It seemed to
be a short cut to cope with the examinations.
According to teacher X, in economics, some simple logical
rules could be applied by hard memorization without sensible
analysis. These rules looked a little bit like matching games. A
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certain kind of policy should be used for a given state of
economy. Once the kind of policy was determined, the course of
actions that followed would be fixed and desirable outcome
produced. What pupils had to do was to reproduce the sequence
without really understanding the underlying complexities. But at
Form V level, such kind of answer was acceptable and could score
credits if properly produced. Other similar stereotyped 'logical'
deductions found in different parts of the syllabus could be
dealt with by 'drilling'. This was another form of 'coping'
instructional strategy that was found practical in helping pupils
pass in public examinations.
As seen from the above, teacher X complied strategically, to
a certain extent, with the norms and values of the 'parent
culture' and the 'teacher subculture', though she did not
genuinely follow suit. Strategies changed over time once dilemmas
existed. Adjustments were made in order to deal with or get out
of the dilemmas-The nature of her instructional strategies was
observed to change from 'constructive' to 'coping'. The first
priority in her work duty was to cover the syllabus and help her
obtain a reasonable level of results in examinations, thus
pupils
her to maintain her 'competent membership'. Throughout
enabling
the whole period of observations, the role factors and the
biographical factors were in interplay. Teacher X carried out
strategic compliance in response to the teacher subculture and
the hidden pedagogy.
Y on the other hand kept on creating laughters in
Teacher
from time to time during the whole period of
the classroom
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observations. However, the teaching method was restriczea to
'chalk and talk'. She found the time was pressing and regarded
covering the syllabus as most important. Teacher Y had been very
anxiousrof the results obtained in public examinations during the
firstear of teaching:
I would leave the school if the results of pupils in
public examinations turned out to be very poor....I
prepared pupils to sit for the school certificate and
university entrance examinations. I got no
satisfaction if they got poor results. I wondered if
I was suitable for teaching....I would quit if they
failed or got no credits. (Y9:370-380)
The school authority laid much emphasis on pupils' academic
achievements, not just for the sake of prestige of the school,
but for the benefit of pupils themselves, as perceived by teacher
Y. She identified with the school's values. At interview teacher
Y said that most of the teachers put stress on the good results
of their own academic subjects:
School authority stresses results- in public
examinations. Results of school certificate exam
showing grades on sheets will be distributed to
teachers. Panel chairperson would call meeting with
colleagues and ask teachers to give reasons why
results are unsatisfactory.
Colleagues are assiduous and usually give full
don't know where the pressure comes from. Last year,
those who got unsatiafactory results were very
unhappy. They have been unhappy up to now. Colleagues
are unwilling to obtain poor results. If they really
get poor results, they will cast doubt on their
ability. (Y10:417-478)
She agreed that a good academic result was exceeaingiy
important to pupils. She shared the same pressure as her
colleagues. If pupils could not obtain reasonably good results,
teachers would impute the failure to their incompetence. 'Guilty
feeling' might probably come up in the teacher's mind.
efforts.... They are subject to great pressure, but I
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She differed from teacher X that she retained most of her
original perspectives and definitions of situation even after two
years of socialization. For her, the change in instructional
strategies from pupil-centred approach to teacher-centred
approach was just a matter of 'coping'. She considered this as
worthwhile. She identified with the school culture and the
teacher culture:
I like the school. My panel is really a gooa
fellow.... I am happy though workload is heavy. I
think it is important to have a good
superordinate.... The principal is good too. She
shows great concerns to pupils. She is strict but not
harsh. Just like a mother. She is anxious for pupils'
performance not for school but for the benefits of
pupils. I am delighted that I shared the same
viewpoint with the principal. If the panel and the
principal were not like that, I would not have liked
the school so much. (Y9:302-351)
She was said to have undergone 'internalized adjustment'
because she really considered that the school was doing the best
for the pupils and so she identified with it. The adjustment
undergone by her was minimum because the on-site socializatior
was almost identical to her early socialization in secondary
schooling. Her secondary school and the school in which she wa-c
teaching were very similar in culture and their goals. They werE
both well-established, girls' schools, run by a religious body,
having good teacher-pupil relationship, and were prestigious it
social location and the like. It could be also seen that her rolE
factors matched with her biographical factors very much.
To teacher Z, his instructional behaviour basically made n
great difference throughout. Monotonous and traditional a:
before, he nevertheless talked with much more confidence and had
more eye contacts witg pupils. He materialized his teaching with
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more relevant examples and dared pick up pupils to answer
questions. Obviously, he had more interactions with his pupils.
However he realized that some of his original perspectives were
unrealistic. Teacher could not command respect from pupils even
he had given streunous efforts to present his subject knowledge
and showed competence in the academic subject.
Pupils were rebellious. They used to do assignments
on other subjects. Chinese for maths period, maths
for chinese history period....At first, I confiscated
their workbook but felt it was not good. They were
not disturbing but just did what they wanted...I was
emotionally affected.... Just talk to those attentive,
and leave the inattentive as they were. I felt very
uncomfortable after scolding them. Scolding is done
if there is no other way. (Z13:120-149)
To him, success means drawing the attention of puplis to his
lecture. His expectation towards his pupils was continuously
lowered. Instructional behaviour changed slightly because he was
inadequately exposed to various teaching methods. However, this
slight change in strategies was resulted from a drastic change in
perspectives and definitions of situation. Undoubtedly, his
strategies observed in the second round of observations serves
the short-term goals rather than the long-term goals. HE
attracted the attention of the pupils not for constructivE
purpose but for 'coping' purpose.
Obviously, he was subject to some competence anxieties. He
was anxious to prove his competence, especially when he was knowr
as a master program student of the academic subject by his pupils
ability in the academic subject and did not know how well he has
done in teaching as he had no experience in preparing his pupil:
and colleagues. He seemed to be not very sure of his pupils'
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for public examinations.
When asked by the researcher whether he was subject to any
examination pressure, he said:
rThis is the first year my pupils take public
examinations.. .Two teachers teach economics. More
than ten distinctions was obtained by the other
teacher. Apparently the same teaching method was used
by us. It seemed no difference.... Some repeaters
asked if I would leave or not, as a joke, requested
me to stay to teach them in F.6...I did not intend to
compare with the other economics teacher... F.7
pupils also preferred me. I thought I did much the
same as my counterpart.... Likely that I gave less
exercises... I should have no problem in assessing
pupils' performance because I served as a marker last
year. (Z14:158-194)
He adjusted his strategies mainly in response to the pupil
culture. He was free in his teaching work but was frustrated by
the arrogance and negligence of the pupils. To be regarded as a
competent teacher in pupils' minds became the main goal of his
teaching. In order to do so, he had to know the pupils'
typification of teachers and then act according to their
conceptions. His perspectives and definitions of situations were
therefore modified with reference to his pupils' conceptions.
Again, the role factors gradually over-shadowed the biographical
factors of the subject.
Classroom control strategies
From their early socialization, teachers X, Y and Z did not
perceive the classroom control as a problem. For teachers X and
Y, they should be confident of maintaining order in classroom as
they had received training in the classroom management. Control,
if defined in the broad sense, meant setting up moral standards
an building up a body of ideas, conduct and behaviour which were
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commonly shared among the members of an organiztion. In order
exercise such kind of control, firstly the teacher had to have
contacts with pupils inside and outside the classroom. A close
and friendly relationship should be set up. Through in-depth
pastoral care such as personal counselling and individualized
guidance, pupils internalized the values, beliefs and norms put
forward by the teacher. Constructive control behaviour was said
to take place in the classroom if the teacher set aside his or
her instruction and draw the pupils' awareness of moral issues.
The control that was to be set up by the teacher upon the pupils
was not the means to achieve other aims but the ends by itself.
Such control behaviour in the classroom should, of course, be
accompanied by the above-mentioned pastoral care that was carried
out after lessons.
It was clear that teachers X, Y and Z had set this teaching
goal right at the beginning of their teaching life, but
unfortunately, they soon put it aside when they practically came
across the classroom setting. Even teacher Y, who became the
form-mistress of the observed class in Form V, found it difficult
to get in, touch with pupils after lessons. They were bound by the
'hidden pedagogy' and as admitted by teachers X and Z, they had
already given up this teaching goal. The syllabus was tight.
Teacher-pupil ratio was high. Both the school authority and the
clienteles put academic achievement as the first priority. Under
these circumstances, constructive control behaviour seldom took
place in the classroom as the moral goal of teaching was put
aside.
Compared with teachers X and Z, teacher Y could still carry
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out constructive control strategies on some occasions. She once
scolded a number of pupils in her class who went out from their
seats and looked at the mark sheet placed on the teacher's desk
without prior approval of the teacher. Her pupils gave her an
apology letter at the end of the following lesson which was
attended by the observer. Teacher Y thought it was her duty to
rectify the misbehaviour of the pupils and said that she would do
the same even if she was not their form-mistress. She told the
researcher at interview that she had laid too much emphasis on
academic affairs and paid too little attention to similar
matters. She gave her guidance merely through pupils' weekly
reports. She hoped that other non-academic goals be attended to
in the coming years.
Researcher: You remember the teaching objectives listed
in the questionnaire. You stressed on
'whole-person' development.... Any change in
objectives after two years of teaching?
Teacher Y: I don't think my objectives are very
grand. Basically, no change. The second
point is less emphasized. After two years,
I plan to reemphasize it, say, more time
in enhancing moral development of the
pupils. Say, spare time to talk with
them.... I think I can do that next year.
(Y10:080-105)
Teacher X had tried to give some pastoral guidance to pupils
if ter lesson in her first year of teaching. But she was upset to
find that pupils made no response or improvement with respect to
her efforts. As time went on, she gradually concentrated on
instruction and ignored the other goals. Teacher Z had similar
experience and so behaved in the same way. For teachers X and Z,
to achieve the academic goal effectively would be a task that was
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worthwhile enough during their first and second year of teaching.
They had changed their perspectives and definitions of
situations or rearranged their order of priorities.
In classroom teaching, nevertheless, frequent coping
control strategies were adopted by the three teachers. As
analyzed above, academic achievements were too much emphasized in
the schools in which the three subjects were teaching. They had
taken academic goal as the first priority. Control startegies
were necessary during classroom instruction in order to cope with
any distractions or disruptions that hindered the teacher's
instruction.
As pointed out before, pupils observed in the school of
teacher X were science students who were not interested in
economics because they found that it had no direct linkage to
other science subjects they studied. Moreover, they had in
general low motivations in learning. The monotbnous lecturing was
a boredom to them. Even if activity approach was adopted by the
teacher, they would not learn anything but were provided
chances for playing jokes. To pupils in that class, mucking about
and playing jokes were the effective ways to eliminate boredom
that was produced by the teacher's lecturing. But for teacher X,
lecturing was basically used in order to complete the syllabus on
time. This boring lecturing would therefore provoke classroom
disorder. His pupils used to disrupt her lecture by shouting or
teasing the teacher or asking silly questions:
P: Dictrihute answer sheets?
T: No, because your papers are not marked by me.
Moreover, the test was just held yesterday.
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P: Marking is an easyob.
T: What? an easy fob
(X5:002-004)
T: Is this paper very aiiiicult
Pl: Yes.
P2: Who set this difficult paper?
T: I did!
(X5:062-063)
Pupils dared play jokes with or even tease the teacher. What
they wanted to do was to get rid of the boredom. As for teacher
K, such pupil behaviour disrupted her teaching and hindered those
who were attentive to the lesson, so she had to cope with the
situation with various control strategies. A problem pupil who
had 'forgotten' to bring his test paper turned around and played
with others when she was to go through the paper with the class.
Shp would usually call the name of the inattentive pupil and
Stare at him:
T: Peter, where is your paper
Peter: Forget to bring.
T: Why didn't you bring your paper'? You snoula know
we are to go over it today!
eter: I suppose you are going LU uCauil a new topic.
T: Teach a new topic? You are so clever! write aown
your answer. Question no. 40 has been checked,
do you know? You haven't listened.
(X5:049-053)
Sometimes she would tease the pupil with tough questions but
most of the time she would speak to the child in a rather gentle
voice.
I would speak differently towards different types of
nuils. For example, pupils might think I am doing
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unfair, say if for girls, I just tell them not to Co
that or say you are not that kind of person if they
forget to bring their texts. But for boys, especially
those who are talkative, I would tease them so that,
psychologically, they would not be so care-free.... I
think it is effective, otherwise others would follow
quit and then the class will be out of control.
(X11:408-485)
At interview she admitted that she was not good in dealing
with problem pupils. She would ignore those inattentive pupils
who caused no disruptions to her teaching. Some of them were
doing other things, daydreaming or even sleeping. She told the
interviewer that 'teasing' was effective in drawing pupils'
attention. Teasing, advising and ignoring of the inattentive
pupils were all coping control staretgies that served to
achieve her short-term goal,i.e. to cover the syllabus on time
and to reduce disruptions to her teaching to.a minimum.
Teacher Y had the least discipline problem in her teaching.
Her lecturing was always characterized by laughters, pleasure and
fun. So, there was no need to exercise coping strategies towards
order and discipline. Her pupils were docile, malleable and
willing to learn. She sometimes deliberately created some chances
of laughter and happy atmosphere in the classroom. In the lesson
of talking about foreign exchanges, she defined the terms for
appreciation and depreciation of a currency and created a
laughter:
T: If forward rate is higher than spot rate, tn the
use the term 'sing-shui
case, not 'sing-shui'
Pupils laughed.
T: It would be helpful toknow what itmeans hene you
nsdwhenforward
higher than spot rate. If the case is reversed, what
rln we term it? Ha! Certainly you don't know!
( 升 水 ） to describe the
( 醒 水 ）
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P:...
No, wrong again! No,T: What? Took-shui
wrong again!
T O.K. I tell you.
Y wrote the term on blackboard and pupils laughed at
the term.
TSo You can't get it! Ha! If forward rate is lower
than spot rate, it is termea zip-snuff ( 贴 水 ）
Y5:313-334)
She anticipated that pupil would have special reaction
towards the terms, and she deliberately delayed her naming of the
terms in order to stimulate the pupils.
She was successful in managing the reaction of the pupils in
classroom teaching. She could control the laughter at will. If
she thought it was not the right time for .laughter, she gave
a negative reinforcement or even ignored it.
For instance, two pupils were asked to clean the blackboard.
They deliberately rubbed very slowly and other pupils laughed at
them. The whole class expected the teacher to join their
laughter. She made no response and stood still with a solemn
face. Knowing that the teacher disregarded their fun, the two
pupils then hurried up their work and the class returned to
normal very soon.
She regarded that the creation of laughter and playing jokes
with pupils were sometimes very useful coping control strategies
that could enhance learning and teaching. In addition, they would
promote the relationship between the teacher and her pupils.
Teacher Z ruled out the possibility to achieve non-academic
goals early in his first year of teaching. Owing to the special
( 福 水 ）
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characteristics of the clienteles in his school, he found it
extremely difficult to approach pupils outside the classroom. He
admitted that all non-academic goals were dropped. During the
second round of observations, he was found to have more
interactions with his pupils. He seemed to divide consciously the
class into two halves: one half at the front and the other half
at the back of the classroom. He seldom moved forward beyond
the first row of his pupils. Pupils at the back were used to be
very inattentive. Some of them were doing exercises of other
subjects and some were even playing with themselves or taking a
rest. As far as they were quiet and caused no disruptions to his
teaching, he would tolerate their behaviour and leave them
undisturbed. In the first year, he had tried to intervene those
pupils who did exercises or read texts of other subjects. Re had
ordered half of the class to get out of the classroom and stand
along the corridor. He was later warned by his colleagues not to
let it happen again because this could neither help keep order
in classroom nor was it approved by the school authority. He
perceived later that punishment was ineffective. As a result, he
made no effort to draw the attention of those pupils at the back.
However, he concentrated his attention on the group of pupils
at the front. In the second round of observations, pupils of the
first three rows were picked up to answer questions. Interactions
with pupils were more frequent than before. He seemed to be more
confident in mastering the subject matter and in dealing with
pupils' learning problems. Two types of control strategy were
observed.
Firstly he would tease pupils at the front who they did not
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pay attention to his lecturing or disrupted teaching and
learning. At one time, he was making a revision of the approaches
used for measuring GNP with pupils. A pupil called David who sat
at the front turned around and chatted with others. He dealt with
David as follows:
T: What approach, David?
David:...
T: Expenditure approach! You don't know? How much
time do you have before mock exam? You have only
less than twenty days to go.
David:...
(Z10:019-021)
The pupil was inattentive and disturbing the class. He teased
him by asking a question which the pupil could not answer. As a
result, the disruptive behaviour of the pupil was stopped and
then put under control.
Another commonly used method was to confront the inattentive
or problem pupil by setting up social pressure against him. He
regarded that it was an effective way to control the order of the
class:
T: Did you watch the TV programme 'pentaprism 1ast
night? It discussed an economic topic on every
Thursday. Last night it discussed the relationship
between saving and consumption. Alpha, you have
watched it. What was it about?
Alpha: Income has two parts.
T: Last night.... Alpha, anything else, if people did
not consume?
Alpha: Excess supply.
T: What happens if there is excess supply?
Alpha: Economy stagnant.
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T Yes ， economy stagnant. Omea, anytriin else'!
(Omega was talking all the time with his neighbour
about the TV programme when Z was talking with
Alpha.)
Omega I haven't watched.
T: Why could you teach him (point at the pupil sitting
adjacent to Omega) just a while ago?
(Most pupils laughed at Omega and the boy looxea at
the floor with red face.)
(Z5:216-233)
Teacher Z very often quoted some relevant but more advanced
examples in his teaching to arouse pupils' interests:
T: A question. Suppose there is a cake shop which makes
cake on 31st Dec., '86. No one buys the cake that
day. It is sold on 1st Jan., '87. Which year of GNP
should the value of the cake be added to?
P:...
T: '86 or '87? The cake should be...
P: Investment. (answer produced by a pupil at the back)
T: It should be an investment in '86. But the cake was
consumed in '87. Then, would the same cake be
counted both in '86 and in '87, Peter? There is one
cake, not two!
Peter: No. I don't know.
T: No? John.
Tnhn- No. I don't know.
T: You don't know too? I just said it was an investment
in '86. Investment includes unintended investment.
That is, anything which is produced but not sold
becomes unintended investment. In '87, it is a
disinvestment. I have told you before. This is a
change of stock. It was not sold in '86. In '87, you
sell the stock of last year. So the consumption
rises up by $10 in '87 but investment
decreases by $10. Suppose at the beginning of the
year, you have 5 cakes. At the end of the year, you
have only 4 cakes. This means you have
disinvestment. So, the cake will not be counted
double.
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(Pupils listened very attentively when the teacher
gave the above explanations.)
(Z10:037-067)
At interview, zeacuei z, admitted that the example above was
too advanced for Form V pupils. But it was observed that even
pupils at the back were very attentive when he was discussing the
example with them. Definitely, pupil could not find such an
example in the general textbooks accessible to them. They found
it stimulating and fresh. Pupils at the back were actually the
brighter pupils. They selectively paid attention to the teacher's
talk.
From the above, he was able to cope with the classroom
situation better than before. He knew whom he should attend to.
In order to prove his competence before pupils, he adopted these
'coping' control strategies in the hope that pupils appreciated
his teaching and found him having good mastery of the subject
knowledge. For those who reacted positively towards his teaching,
he used questioning and teasing to keep them under control and
draw their full attention. For those who sat at the back and were
usually inattentive, he quoted advanced examples to attract them.
If pupils at the back ignored him but created no disruptive
behaviour on him, he would rather tolerate them and let them do
their own job. He talked as usual and concentrated his attention
on those who listened. The teacher and different groups of pupils
then arrived at a 'working consensus'.
Summary
It could be seen that all the three teachers had undergone
changes in teaching strategies throughout the two years of
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teaching. In both classroom instruction and control, the nature
of their startegies changed gradually from a constructive one
to a coping one. It was because the instructional and control
strategies in classroom had to go in line with the so-called
'hidden pedagogy'. The hidden pedagogy, as pointed out
previously, is shaped by the contextual features like the school
ethos, teacher subculture, pupil subculture and classroom
physical environment.
For teacher X. she gave up the varied pupil-centred teaching
approach and changed to 'drilling' and 'lecturing' in
instruction. She was forced to do so since she wanted to cover
the syllabus on time and to effectively help her pupils pass the
public examinations. Though she and her reference group did not
identify with the perspectives and definitions held by, the
school authority, she had to make 'strategic compliance'. She
perceived that pupils had low motivations' in the academic
subject and they got bored with her instructions. In order to
cope with this situation, she tried to keep classroom order and
to facilitate learning and teaching by adopting startegies like
'teasing' 'ignoring' and 'exhorting'. All these were 'coping'
strategies that were put into practice because of the 'hidden
pedagogy'.
For teacher Y, she carried out adjustments when she was
teaching on site. However, her change of strategies from
constructive to coping was resulted from contextual features
quite different from those of teacher X. She also gave up most of
her varied pupil-centred teaching methods and adopted mainly
'lecturing' becuase she found the teaching schedule very tight.
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Moreover, she learned that 'lecturing' was the most eiieeLivc way
to inculcate the subject knowledge to her pupils and thus to help
them get satisfactory results in the public examinations. She
identified with the school ethos--good academic results were of
utmost importance for the benefit of pupils. So, she concentrated
her 'interests-at-hand' mainly on academic goals and laid the
non-academic goals aside. She had adjusted her perspectives and
definitions of the situation gradually in favour of the school
ethos. In other words, she carried out the so-called
'internalized adjustment'.
In order to get rid of the boredom that might occur in
'lecturing', she deliberately 'had a laugh with' her pupils,
making them relax from the pressure of learning and facilitating
her lectures. Again, this was a kind of coping strategy' that
fell in line with the 'hidden pedagogy' existing in her school.
For teacher Z, he at first was puzzled with the incooperation
and disruptions of his pupils. He soon came to realize that his
perspectives and definition of situation which stemmed from
his biographical factors were unrealistic. Unlike the other two
teachers he got no formal training in classroom control and
Pedagogy. In response to the dilemmas faced inside the classroom,
he resorted to the coping strategies of setting up a 'working
consensus' with the pupils. He discarded the non-academic
objectives after a very, short period of teaching. He concentrated
his attention on the group of pupils at the front and left the
group at the back to their own intentions. In other words, he
withdrew his 'sovereignty' over the pupils at the back and
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maintained it only for those sitting at the front. Since the
school authority kept a very minimum surveillance on the learning
and teaching inside the classroom, he was able to cope in this
way. Throughout the two years of teaching, there had been no
classroom visitation from and interview with his superordinates.
However, the arrogance of those 'bright' pupils at the back
of the classroom aroused his consternation. At one lesson, he
deliberately 'showed-off' his knowledge in order to captivate
their attention by providing some unusual examples. In this case,
the 'hidden pedagogy was mainly determined by the nature of the
clienteles and the open school climate.
In a nutshell, all three teachers were 'unavoidably' subject
to changes in teaching behaviour throughout the two years of
teaching. They acted according to the hidden pedagogy in order
to cope with the situations. For teacher X, she employed
teasing strategies. For teacher Y, she adopted the 'had a laugh
with' strategies. For teacher Z, he became a 'disciplinarian'.
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Career of the subjects
Referring to the career of the subjects, basically
'subjective career' rather than 'objective career' was discussed
in the present study because the three subjects were just at the
very beginning of their career. The latter refers to the
ordered stages in hierarchical patterns that developed in their
'career map'. From the observations and interviews with them,
they seemed to have no long-range plan in developing the
'vertical' aspect of their career. In the meantime, they showed
no particular interests to establish higher status in the
organization. So, mobility through a hierarchy of ranked
positions was not attended to nor considered important. Instead,
'accommodation' was envisaged to be a practical problem. As
analyzed in the previous section, they made adjustments to the
situations according to their perspectives and constructions of
meanings of the situations. Career, at this stage, was
'subjective' to them in the sense that it was a continuous
process in which they could make changes in accordance with their
perspectives, aims and intentions towards the situations.
The three teachers were teachers with distinct
'consciousness' and they were teaching in different school
contexts. However, they were found, as analyzed in the previous
section, to be bound by the hidden pedagogy. They made
continuous adjustments in teaching behaviour over time.
Before analyzing the development of career of the three
teachers, some descriptions of the concept 'career' given by
Oswald Hall and Howard Becker are reproduced as follows:
Career refers to the patterned series of adjustments made
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by the individual to the network of institutions, formal
organizations and informal relationships in which the work of the
occupation were performed. (Oswald Hall, 1948:327)
The person, as he moves in and out of a variety of
social situations, learns the requirements of
continuing in each situation and of success in it. If
he has a strong desire to continue, the ability to
assess accurately what is required, and can deliver
the required performance, the individual turns
himself into the kind of person the situation
demands. (Howard Becker, 1977:131)
Career of teacher X
Teacher X had received trainings in 'formal pedagogy' from a
local School of Education. She was awarded distinction in
teaching practice. As observed early in the first round of
classroom visitations, she put most of the teaching methods,
namely, pupil-centred approach, discovery approach and resources-
based teaching, into practice. To her despair, she received no
feedback from her pupils. She found that pupils had low
motivations in learning the academic subject, partly because the
subject economics was regarded as an 'unimportant' subject and
partly because they were poor in learning abilities. Her pupils
just played jokes with her and took advantage of the loose
control arising from pupil-centred teaching approach to derive
fun in order to get rid of the boredom in classroom learning. Her
formal pedagogy learned in the School of Education was
inapplicable.
Her conceptions about teacher-pupil relationship that was
formed early when she was a student were not true in her
'situation'. She got very little satisfaction from her teaching.
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In fact, she and her reference group did not expect too much frorr
their pupils' performance. But the school authority held quite a
different viewpoint from them. The school authority regarded that
the pupils were not that poor in standard and ability and should
obtain reasonably good results in public examinations if they
were properly trained. So, there existed a discrepancy in the
conceptions towards the pupils' abilities between the school
authority and teacher X. Those senior staff who took the
school's viewpoint used to 'drill' the pupils and did obtain
fairly good achievements. In response to this school ethos and
the nature of the clienteles, she had to make adjustments in her
teaching. Her teaching behaviour was therefore bound by the
hidden pedagogy, which was in this case, mainly shaped by the
school ethos and the pupil subculture. Her coping strategies
like 'teasing', 'exhorting' and 'drilling' were resulted from her
strategic compliance to the situation. Nevertheless, her
strategic compliance did not imply that she had given up her
original perspectives towards teaching.
At interview, teacher X admitted that she had thought of
change of school in the following academic year. She told the
interviewer that she was rather unhappy with the English panel
chairperson. She thought that her dignity was disturbed when her
ability to set papers for term examinations were unreasonably
challenged. She pointed out that she was not the only one who was
confronted by the panel. The school authority knew that the panel
was unreasonably harsh towards young panel members. However, no
action had ever been taken towards her behaviour by the school
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authority. Teacher X was very annoyed with the panel
chairperson's rudeness and the 'removal' attitude of the school
authority in this matter. In school X, teachers of arts subjects
were required to take up some English lessons. Teacher X thought
that she should have no exception in the following academic
years.
The wish to change school could be viewed as a kind of
attitude towards her career.She did not want to 'turn herself
into the kind of person the situation demanded'. She was
disappointed with the learning attitude of her clienteles and the
administration of the school authority. She wanted to find the
'ideal' clients and the 'ideal' school so that the formal
pedagogy withheld by her could be adopted elsewhere in other
words, a school in which her 'interests-at-hand' and 'motive-in-
mind' could be realized.
Career of teacher Y
When asked by the researcher whether she would change school
in the future, teacher Y replied definitely that she would not.
She expressed her liking towards the school and the pupils there.
As analyzed in the previous section, teacher Y held very similar
perspectives and definitions of situations towards her school
setting to those of the school authority. She respected the
principal very much and shared similar experiences with her
colleagues. Therefore, she found least difficulties in conforming
to the prevailing norms, values and rules that were commonly
observed by the teacher reference group in her school. In other
words, she had undergone the so-called 'internalized adjustment'.
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At interview, teacher Y told the interviewer that she wa,
rather satisfied with the results of her pupils in the public
examinations last year. She had proven her competence vis-a-vii
pupils pa.nd the school authority. Thus, she considered that he.
career aspirations were more or less achieved. Among the three
teachers, she had the least accommodation problem.
Nevertheless, she admitted that she had changed a little bi-
in her teaching method. She was aware that she adopted mainli
'lecturing' in instructiuon. As she explained, it was unavoidablf
to do so because the syllabus was tight. When pupils wer(
promoted to Form Five, they thought that discovery approach an(
the like were not effective nor efficient. They wanted to obtaii
the knowledge directly from the teacher. Teacher Y adjusted t
the situation since she identified with the school authority that
academic achievement was of utmost importance to the pupils.
Again, she adopted the hidden pedagogy and abandoned the
formal pedagogy that was learned in the School of Education.
However, her change in teaching behaviour, compared with teacher
X was not prominent because the discrepancy in the perspectives
and defin,itions of situations was small.
After achieving satisfactorily her academic goal, she woulc
direct her teaching goals to the non-academic one, as pointed out
by her at the interview. She planned to take care of her pupils
in all aspects. She believed that she would fulfill her
expectations better when she became more familiar with the school
and the pupils and more competent to conduct her classroom
teaching in the following academic year. To her, a great sense
of satisfaction and self-fulfillment was obtained if she could
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achieve her aims.
At present, she was rather care-free of her 'vertical' aspect
of career. It was not the time for her to consider promotion
prospect. She was satisfied with the recognition of her
accomplishments from the principal and the panel chairperson.
Nevertheless, she paid attention to the 'horizontal' aspect of
career. She was one of the members of the counselling team in the
school. As a counsellor, she had to serve the pupils' non-
academic needs as well.
Career of teacher Z
As analyzed from the previous section, teacher Z had
established a 'working consensus' with his pupils. He had a very
hard time at the beginning of his teaching. As he had not
received any training in teaching beforehand, he knew nothing
about formal pedagogy. His perspectives and definition of
situation towards teaching were basically derived from the
early socialization during his secondary schooling. However,
these perspectives and definitions were soon subject to great
challenge. Pupils were not so malleable nor were they so
receptive to his teaching. They stressed the academic goals and
ignored the non-academic goals. To teacher Z, spending time on
non-academic goals was both unrewarding arid meaningless. Teacher
Z realized that it was a very difficult task to exercise complete
control over the class and to prove his competence before his
clienteles. In order to survive, he had to make a series of
adjustments. In classroom control, he ignored those who were
no++Anti an(i concentrated his attention on those who listened
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to him. In other words, he adopted the so-called 'laissez-faire'
policy. As far as those who were inattentive created no
disruptions to his teaching, he took no action towards them. This
was the way of dealing with his clienteles, commonly adopted by
teachers in his school. As mentioned in previous sections, the
school authority kept surveillance over the teaching and learning
inside the classroom to a minimum.
As seen from the above, the teaching behaviour of teacher Z
was largely bound by the nature of the clienteles and the school
ethos. He taught the class according to the 'hidden pedagogy'
that was shaped by the pupil subculture and the school ethos. He
made adaptation to the classroom environment quickly because he
had no choice other than conformed to the hidden pedagogy
However, he was anxious to prove his competence to his
clienteles. As told by teacher Z, he had set up a rather popular
image in senior form pupils because of his good mastery of
subject knowledge. He therefore deliberately 'showed-off' his
knowledge to those pupils sitting at the back of classroom, who
were supposed to be 'bright' but inattentive, in order to attract
their attention. Ocassionally he succeeded. This was another kind
of coping strategy that was guided by the 'hidden pedagogy'.
Teacher Z therefore made adjustments in such a way that he turned
himself into the kind of person the situation demanded. His
'interests-at-hand' were modified and his 'motive-in-mind' were
occassionally achieved.
In the meantime, teacher Z had no plan to change school. He
would not find another school which would offer him the same
ennvenience as his present school. The school had made special
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arrangement in time-table so as to free him in the afternoon to
attend classes in his master degree program. He had no serious
consideration of his promotion prospect. However, he pointed out
that if no opportunity for promotion was open up at the time when
he was qualified, he would consider change of school. On the
other hand, he said that he did not rule out the possibility to
change career to his preferred field - actuarial, after the
completion of his master's program.
As seen from the above, teacher Z did not fully commit to his
teaching career because, in his mind, there existed no 'career-
map' in teaching profession. He tried to prove his 'competence'
but not necessarily for the purpose of 'membership'. So, it was a
doubt whether teacher Z had prolonged interest in developing his
teaching career. He might take his teaching job as a stepping
stone. That explained his current concentration on the prusuit of
higher qualifications.
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CHAPTER FIVE CONCLUDING REMARKS
The present study like many other studies on the teaching
profession confirms Becker's finding from his study on the career
Df a group of Chicago school teachers. (Becker,l977) pointed out
that anyone who would like to stay in one's post had to perform
as required. Moreover, one has to turn oneself into the kind of
person one's job demands. The neophyte is always persuaded to
conform to the prevailing norms, values and beliefs in a
strategical process. He either undergoes strategic compliance,
or internalized adjustment or strategic
redefinition( Lacey,1977). A beginning teacher could hardly
'redefine' the situation. In the present study, it can be seen
that teachers X and Z has adopted strategic compliance and
teacher Y has carried out internalized adjustment in their
adaptation to the school environment. Their teaching behaviour
turned out to be bound by the so-called 'hidden pedagogy'.
The 'situation' that was encountered by the three teachers
on the site was the 'hidden pedagogy'. The hidden pedagogy
faced by each of them was 'distinct' in nature but was formed
from the interplay of factors such as the school ethos, the
nature of the clienteles, the teacher subculture and the work
context of teaching. Dilemmas emerge when the role factors which
stem from the hidden pedagogy are incongruent with the
biographical factors of the teachers. The three teachers in this
study had to make adjustments in order to survive. The
experiences obtained throughout the process of adjustment consist
of a series of struggles and adaptations. The on-site experiences
of a teacher at the beginning of the teaching may awake him from
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his 'dreams' in teaching. The situation is totally different
from that perceived in his mind. Two of the observed teachers
found that the early socialization of teaching and the
experiences from teaching practice in the school of education
were 'illusive' and did not reflect the practical situation.
They are now the full-time teachers taking up the whole
assignment from the schools. Teaching time for the subject
syllabus is short. Resources are inadequate and always not
accessible to them. More importantly, they would have direct and
prolonged encounter and confrontation with the colleagues and the
pupil group.
Therefore, the three teachers had to adapt to the physical
environment on the one hand and to handle the interwoven human
relationships on the other hand. They soon found out that what
they had learned in the school of education was too idealistic,
if not practical.
The formal pedagogy that is learned in the school of
education by teachers is often replaced by the hidden pedagogy.
The aims and goals that relate to the formal pedagogy are too
high sounding and unrealistic. The clients with which teachers
reacted may not be that malleable, docile and receptive to
teaching. If teachers receive no guidelines or instructions
directly from their principals and superordinates, they have to
make decisions and evaluations of their own.
Implication for teaching
In school setting, there is a need for professional
oreintation for beginning teachers in order to help them adapt
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quickly to the classroom situations. Orientation programs should
be organized for those teachers who firstly join the school.
Teaching induction can be smoothly phased in if teachers are
orientated to acquaint with their responsibilities and the nature
of the clienteles and colleagues. An open school climate and a
democratic management style will give rise to better
understanding and cooperations between the school authority and
the teachers. The more congruent the goals between the school
authority and the teachers are, the more effective the
administration and teaching will be.
Staff development programs such as in-service school-based
trainings can enhance the professional development of the
teachers. Colleagues should be encouraged to share their on site
experiences among one another and classroom 'reality' will then
be better understood. As a result, consistent and common
strategies can be set up to deal with the situation
If formal pedagogy is regarded to be progressive and more
stimulating to learning and teaching, schools should get in
touch with the school of education to organize refresher courses
so as to enable teachers to reacquaint with the formal
pedagogy. This will reinforce the teachers to counteract the
hidden pedagogy which may give rise to the undesirable 'coping'
strategies. Of course, the basic solution to restore the
desirable constructive strategies for 'instrumental' order and
'expressive' order requires the school authority to implement
some organizational development programs in such a way that the
hidden pedagogy can be moulded by the school authority. Up to
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now, studies on organizational development are many out iew oz
them relate to the hidden pedagogy,. Therefore, it is worth a
great while to have further study towards this direction.
102
APPENDIX I
The following notations were used to specify the location of
each of the excerpts quoted in the study from the tapes recorded
by the reseavcher during the first and second rounds of
observations made on the three subjects:
(TNN:PPP-QQQ)
Key: T represented any one of the three subjects
T was written as X if the excerpt was from Teacher X,
T was written as Y if the excerpt was from Teacher Y,
T was written as Z if the excerpt was from Teacher Z.
NN denoted the serial number of the tape from which the
excerpt was extracted.
PPP denoted the starting reading of the tape for the
excerpt concerned.























assemblage of success or failuredominant ideas of stratanv
Notes: a. Change routinely occurs at points 1 2.
h. Radical chance is oroduced by a reversal of 3.
Source: A. Hargreaves. 'The Significance of Classroom Coping Strategies' in L. Barton and R. Meighan,







A Model of Classroom Coping Strategies
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